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The Entry-Year Assistance Program (EYAP) is a relatively new 
approach for improving the quality of teachers in Oklahoma. It was 
introduced by the Oklahoma Teacher Reform Act of 1980, House B1ll 1706 
(Draper, 1980), which was proposed to improve the quality of teachers 
in accredited schools through implementing additional licensing and 
certification requirements. These regulations were introduced to 
ensure that the education of Oklahoma•s children would be provided by 
teachers of proven ability. It was also stated by the legislature 
that the act was "in add1tion to" the exist1ng laws governing teach-
ers, and was not to interfere with any protect1on to teachers• rights, 
or existing power or authority of the local board of education and the 
State Board of Education. 
As stated in House Bill 1706, the licensed teacher must partici-
pate in the EYAP during the initial year of teaching in an accredited 
school. This is performed under the guidance and assistance of an 
Entry-Year Assistance Committee (EYAC) in order to qualify for an 
Oklahoma teaching certificate. Those who must abide by this act are 
students who have completed an approved teacher education program and 
graduated after February 1, 1982. 
The EYAC is assigned to an Entry-Year Teacher (EYT) for a period 
of one year to prov1de assistance and gu1dance in the following areas: 
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classroom management, profess1onalism, human relat1ons, and teach1ng 
and assessment. They rev1ew the teach1ng performance of the EYT and 
make recommendations to the State Board of Educat1on regard1ng certl-
fication (Appendix B) (Handbook for Entry-Year Assistance Program, 
1983). 
As stated in House Bill 1706, and outlined by the Handbook for 
Entry-Year Assistance Program (1983), members of the committee consist 
of a teacher consultant, an admin1strator, and a teacher educator of a 
college of educat1on in an 1nstitution of higher learning. During the 
school year, each member of the EYAC is responsible for three independ-
ent observations of the Entry-Year Teacher. They are also responsible 
for having three scheduled committee meetings with the Entry-Year 
Teacher, for the purpose of provid1ng guidance and assistance. 
Near the completion of the academic year, the EYAC members are 
required to make one of the following recommendations: 
1. Recommendat1on for certification 
2. Recommendation for second year in the EYAP 
3. Recommendation for non-certification at the conclusion of the 
second year under the EYAP (Handbook for Entry-Year Assistance Pro-
gram, 1983) 
Statement of the Problem 
The EYAP is a relatively new attempt at improving teacher quality 
in Oklahoma, and because this is a new concept to Oklahoma education, 
data has not been elicited, analyzed, or reported which would reflect 
the nature and extent of success of the EYAP for Vocational Agricul-
ture. Spec1f1cally, no data are available from those who have d1rect 
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experience w1th the Vocat1onal Agriculture EYAP, 1nclud1ng specifl-
cally the Entry-Year Vocational Agr1culture teachers, teacher con-
sultants, administrators, and teacher educators who were involved w1th 
the program during the period 1982 to 1984. Having find1ngs available 
regarding the perceived successes or failures of the EYAP would allow 
those responsible for overall administration of the program to provide 
better guidance for the continuance and improvement of the EYAP. 
Purpose of the Study 
The purpose of this study was to determine the Vocational Agrl-
culture Entry-Year Teachers' and EYAC members' perceptions of the 
Oklahoma EYAP. 
Objectives of the Study 
In order to accomplish the purpose of this study, the following 
object1ves were considered: 
1. To identify the Entry-Year Vocational Agriculture Teachers 
and the teacher consultants, administrators, and teacher educators who 
served on the EYAC for the vocational agriculture teachers and to 
document their perceptions of the EYAP. 
2. To determine whether or not the EYAC provided needed assist-
ance to the Entry-Year Vocational Agriculture Teacher as perceived by 
the committee members. 
3. To determine whether or not Entry-Year Vocational Agriculture 
Teachers received needed assistance from the EYAC. 
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4. To determine the level of importance of the EYAP regard1ng 
the teachers• f1rst year of teaching as perceived by the EYAC members 
and the Entry-Year Vocational Agriculture Teachers. 
5. To determine whether or not the evaluation/observat1on in-
strument provided a fair assessment of the Entry-Year Vocational 
Agriculture Teachers• teaching performances. 
6. To determine the major strengths and major problems of the 
EYAP as perceived by the EYAC and the Entry-Year Vocational Agricul-
ture Teachers. 
7. To determine whether or not meaningful parental input was a 
valuable consideration for determining certification of the Entry-Year 
Vocational Agriculture Teachers. 
8. To determine the involvement of the EYAC in working with the 
Entry-Year Vocational Agriculture Teacher in areas of staff develop-
ment and time as mandated by requirements of House Bill 1706. 
9. To determine whether or not those involved in the EYAP had 
received any orientation as it relates to the EYAP prior to becoming a 
part of the EYAP. 
10. To determine whether or not the EYAC and the Entry-Year 
Vocational Agriculture Teachers favor the continuance of the EYAP. 
Assumptions of the Study 
For the purpose of this study, the following assumptions were 
made: 
1. The questions asked and the responses elicited gave an accu-
rate representation of the perceptions of the ind1vidual EYAC members 
and Entry-Year Vocational Agriculture Teachers toward the EYAP. 
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2. The participants of this study prov1ded accurate and sincere 
responses and were representat1ve of future Entry-Year Vocat1onal 
Agr1culture Teachers and EYAC members. 
Definition of Terms 
For a better understanding of the facts presented in this study, 
the following terms were defined. The major source of these defini-
tions was the Handbook for Entry-Year Ass1stance Programs (1983). 
Board: "The State Board of Education" (Draper et al., 1980, 
p. 6). 
License: "A formal permission to do something; authorization by 
law to perform a specific thing" (Webster's New World Dictionary, 
1980, p. 233). 
Licensed Teacher: A person who holds a valid license to teach. 
The license is issued in accordance to the rules and regulations of 
the State Board of Education, for the State of Oklahoma (Draper et 
al., 1980). 
Staff Development Program: A program recommended by the EYAC for 
the EYT if certification is recommended. It is mandated by House Bill 
1706 for the purpose of offering improvement of the certified and 
l1censed teachers of the State of Oklahoma (Draper et al., 1980). 
Department: "The State Department of Education" (Draper et al., 
1980, p. 6). 
Entry-Year Assistance Committee: A committee serving in a local 
school district for the purpose of counseling and observing an EYT 
and making recommendations to the board. The comm1ttee consists of 
a teacher consultant, a designated administrator, and a teacher 
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educator. The EYAC serves for one school year. If the EYT is em-
ployed for fewer than 120 days during the school year, the committee 
must continue through the next school year until a total of 180 days 
have been taught by the EYT. The EYAC is also responsible for recom-
mending staff development programs if certification is recommended 
(Handbook for Entry-Year Assistance Program, 1983). 
Teacher Consultant: 
Any teacher holding a standard certificate who is em-
ployed in a school distr1ct to serve as a teacher and 
who has been appointed to provide gu1dance and assist-
ance to an entry-year teacher employed by the school 
district. A teacher consultant shall be a classroom 
teacher and have a minimum of two (2) years of classroom 
teaching experience as a certified teacher. No certi-
fied teacher shall serve as a teacher consultant more 
than two (2) consecutive years. 
A Teacher Consultant shall be selected by the principal 
from a list submitted by the bargaining unit where one 
exists. In the absence of a bargaining agent, the 
teachers shall elect the names to be submitted. No 
teacher may serve as a Teacher Consultant for more than 
one Entry-Teacher at a time (Handbook for Entry-Year 
Assistance Program, 1983, p. A-ii). 
The teacher consultant is also responsible for providing 72 hours of 
guidance and assistance outside of the responsibility as a member of 
the EYAC. 
Administrative Representative: A principal, assistant princ1pal, 
or any other administrative personnel who was designated by the local 
school board to serve on the EYAC (Handbook for Entry-Year Assistance 
Program, 1983). 
Teacher Educator: An individual who is employed in a teaching 
capacity in an institution of higher education for the preparation of 
education personnel. He/she is usually identified as a prospective 
EYAC member to the requesting superintendent within 10 working days 
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after the request has been made. An effort is always made to see that 
the teacher educator comes from the same subject area as the EYT 
(Handbook for Entry-Year Ass1stance Program, 1983). 
Entry-Year Teacher: A licensed teacher who has no years of 
experience as a classroom teacher and is employed by an accredited 
school to serve as a teacher. Under such circumstances, this indlvid-
ual must also serve under the guidance and assistance of a teacher 
consultant and an EYAC (Handbook for Entry-Year Assistance Program, 
1983). For this study, they were vocational agriculture teachers who 
served as beginning teachers under the EYAP. 
Certificate: 11 A document certifying that one has met specified 
requirements, as for teachingn (Webster's New World Dictionary, 1980, 
p. 233). 
Certified Teacher: 11 Any teacher who has been issued a cert1ficate 
by the State Board of Education in accordance w1th this act and the 
rules and regulations of the Board 11 (School Laws of Oklahoma, 1982, 
p. 98). 
Perception: The act of perceiving or the ability to perceive; 
mental grasp of objects, qualities, etc. by means of the senses; 
awareness; comprehension (Webster's New World D1ctionary, 1980, p. 
1054). 
Scope of the Study 
The population of this study was composed of the following: 
1. All vocational agriculture teachers who have served under the 
EYAP in the State of Oklahoma for the two year period (1982-83 and 
1983-84). A total of 67 Entry-Year Vocational Agr1culture Teachers 
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were thus employed within the boundaries of the State of Oklahoma 
during that time. 
2. Those individuals who have served on the Entry-Year Voca-
tional Agriculture Teachers• EYAC. To provide assistance and guidance 
to the Entry-Year Vocational Agriculture Teachers, there were 67 
teacher consultants, 64 administrator representatives, and 14 teacher 
educators. 
Thus, in the population there were 212 participants in total 
from the 1982-83 and 1983-84 academic years. 
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CHAPTER II 
REVIEW OF LITERATURE 
Introduction 
The purpose of this chapter was to present for the reader an 
overview of material related to the EYAP. Spec1fically, the five 
major areas of rev1ew were the history of the EYAP in Oklahoma, pre-
service education, the beginning teacher, professional growth and 
development, review of related literature, and a summary. 
History of the Entry-Year Assistance 
Program in Oklahoma 
The EYAP 1s a relatively new educat1onal concept in the Oklahoma 
school system, and was introduced through House Bill 1706 in 1980 
(Draper et al., 1980). The intent of the EYAP was to establish spe-
cif1c qualifications of teachers through licensing and certification 
requirements to ensure that the education of the children of Oklahoma 
would be provided by teachers of demonstrated ability. 
Public outcry for reform had directed national attention toward 
teacher preparation and professional growth (11 National Commission on 
Exce 11 ence in Educat 1 on, 11 1983) : 
Not enough of the academically able students are 
being attracted to teaching; that teacher preparation 
programs need substantial improvement; that professional 
work1ng life of teachers is, on the whole, unacceptable, 
and that a ser1ous shortage of teachers ex1sts in key 
fields (p. 22). 
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Merr1tt (1983) summar1zed ~ Nat1on at Risk by stat1ng: 
..• teacher effect1veness is enhanced through a better 
understand1ng of learn1ng and teach1ng and the lmplica-
tions of this knowledge for school pract1ce. Further, 
the Comm1ssion recommended that persons preparing to 
teach should be required to meet high educational stand-
ards, to demonstrate competence in an academic disci-
pline. Finally, the Commission proposed that master 
teachers should be involved 1n design1ng teacher prep-
aration programs and 1n supervising teachers dur1ng 
their probationary year (p. 2). 
"The 14th Annual Gallup Poll of the Public•s Attitudes Toward the 
Public Schools" cont1nues to provide evidence that the qual1ty of 
teachers in America•s classrooms is of extreme importance (Gallup, 
1982). The public continues to vo1ce opinions relating to federal 
funding, curriculum development, teacher burnout, and major problems 
in our public schools. 
Oklahoma public schools are attempting to meet the demands of the 
public. As stated by Shanker (1983, p. 16): "· •• higher salar1es, 
h1gher train1ng standards, better working cond1t1ons, modifying au-
thor1ty, structure, and solid program development •••• " These were 
some of the key concepts which would draw more qualified people to the 
teaching profess1on. House Bill 1706 has directed its efforts toward 
these "higher train1ng standards." 
Doyle (1979) suggested that: 
••. feedback beginning teachers rece1ve 1s very im-
portant 1n helping them acquire classroom knowledge •• 
In addition, there is a clear possibility of developmen-
tal processes involved in learning to be a teacher {p. 15). 
Teachers require a great deal of gu1dance in developing profes-
Slonally during their f1rst year of teach1ng. In reference to the 
EYAC, Stone (1979) stated: 
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Teacher education in its broadest sense is a shared 
respons1bility 1n which the college of education may 
play a leadership role, but in which many other indlvid-
uals, agencies and organizations also have a v1tal role 
to play (p. 190). 
The Oklahoma Teacher Reform Bill has utilized "shared responsiblli-
tles" through the vital roles of the classroom teacher, an administra-
tor, and the teacher educator from the College of Higher Education. 
In the past two years, the Oklahoma Public School system, in 
shared cooperation with the Oklahoma colleges and universities of 
higher education, has met the challenges set forth by the public, 
and has taken on the responsibility of upgrading our teacher quality. 
Finley (1984, p. 6) stated: "We are confident, based on what we have 
observed, that the Reform will be highly successful." 
Preservice Education 
In order to provide quality teachers, it becomes the responsibil-
ity of the colleges and universities of higher education to provide 
the necessary guidance, support, and knowledge. A wide range of 
skills and abilities are necessary to meet these quality standards. 
As stated by Blue et al. (1980): 
The goal of preservice teacher education should be to 
provide the prospective teacher with an opportunity to 
acquire a breadth of knowledge, intellectual skills, 
personal integrity, unselfish concern for the welfare of 
others, as well as professional development at the safe 
entry level of competence. 
Preparation programs, therefore, should focus on 
the personal development of the prospective teacher as 
well as on the development of individual competence in 
specific areas of liberal arts learning. Such areas 
include: (1) Decision making, (2) Communication skills, 
(3) Analytical capability, (4) Effective social interac-
tion, (5) Integration of knowledge, (6) Understanding 
of culture--in the past and in the contemporary world, 
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(7) Facil1ty in forming value judgments, (8) Response 
to the arts and human1ties, (9) L1felong learning, and 
(10) Evaluation techn1ques (p. 35). 
Denemark and Nutter (1980) stated preservice goals as follows: 
Our training programs must enable all teachers to 
•do it we11• wh1le encouraging many teachers to •do 1t 
brilliantly.• 
Beyond the demands of knowledge and skill 1s the 
ultimate expectation that teachers at all levels become 
models or mentors for those they instruct. They must 
exempl1fy in the1r behavior the qualities they seek to 
engender in others. This expectation is nowhere more 
leg1timate than in the process of teacher preparation 
(p. 33). 
It 1s easy to state what quality preservice programs should 
include. Frequently, however, more can be learned from examining 
problem areas with teacher preparation programs. As stated by Huling 
and Hall (1982, p. 8): "· .. the primary problems with teacher 
preparation programs is the limited amount of exposure students have 
to education courses and field experiences." More education courses 
need to be taught by educators who have a background in teach1ng 
methods. Huling and Hall also emphasized the need for more time 
exposure in field experiences. One semester (eight weeks) of student 
teaching experiences is not enough hands-on experience. 
In a study conducted by Ratsoy et al. (1979), 1t was found that 
classroom management and interpersonal skills were the two areas most 
poorly handled by univers1ty courses. Participants also responded by 
stating that their practicum exper1ences were not long enough 1n dura-
tion. Specific weaknesses were the follow1ng: 
(1) The teacher education program was perceived as too 
theoretical, and presenting an 1dealized p1cture of 
what teaching enta1ls. 
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(2) The qual1ty of 1nstruction provided by some profes-
sors was thought to be poor. 
(3) The faculty of education was viewed as having low 
standards of academic scholarship compared to other 
faculties. 
(4) Several mentioned experiencing too much pressure and 
having too little time available to allow for devel-
opment of the necessary teaching skills. 
(5) The faculty was said to be too impersonal. 
(6) The program was thought to be fragmented 1n that 
little integration was seen among the var1ous courses 
in the faculty (p. 53). 
Many times the student teacher was not ready emot1onally for the 
new teach1ng experience. As stated by Ryan (1974): 
Research on the first year of teaching reveals 
consistent experience with particular problems which can 
be organized into the following categories: culture 
shock, instruction, students, parents, administrators, 
fellow teachers, and extensive isolation. The beginning 
teacher•s insecurity about himself and his professional 
ability serve only to compound the original problems he 
encounters during his f1rst year {p. 40). 
As proposed by Blue et al. (1980), the six areas of ability most 
needed for preservice curriculum were the following: 
(1) Observation: the ability to observe a phenomenon 
objectively. 
(2) Diagnosis: a careful analysis of student ab1lities, 
achiev~ment, learning difficulties, environmental 
conditions and curriculum programs. 
(3) Instructional Design and Collaborative Plann1ng: 
understand1ng of different types of learn1ng, sk1ll 
in determining the sequence of instruction and prep-
aration of instructional programs in collaboration 
with the efforts of colleagues. 
(4) Instructional Management: management of space, time, 
resources, and processes of teaching, as well as the 
conduct of the pupils. 
(5) Communication: commun1cation demands a richness of 
exper1ence that permits a representation of ideas 1n 
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a var1ety of ways with a sensit1v1ty to the needs of 
others. 
(6) Evaluat1on: development of skills 1n the evaluat1on 
of pupil progress and data related to diagnosis of 
pupils and the plann1ng of instruction (p. 38). 
Many states are even cons1dering extend1ng the length of the 
teacher internship. Georgia, according to Ryan (1979), is now mov1ng 
into preservice preparat1on 11 into the early years of employment (fifth 
year internship 11 ) (p. 38). 
Lortie (1975) added to the possibility that we are not offering 
enough preservice instruction by stating: 
•.. the total induction system is not highly devel-
oped. Teaching does not require as much preparation 
as some professions, crafts, or other skilled fields. 
Teaching is relatively high on general schooling and 
somewhat low on specialized schooling. Mediated entry 
is limited: a few weeks of practice teaching are out-
matched in lower ranked occupations. Induction after 
work has begun generally takes the form of continued 
college study: provisions for additional training 
within school sytems are sparse (pp. 60-61). 
The Beginning Teacher 
It is unrealist1c for educators or members of any community to 
expect beginning teachers to be able to do everything. We need to 
find a beginn1ng teacher•s strength and build on these areas to 
promote the likelihood of success. 
As stated by Ryan (1979), we need a good support system for 
beginning teachers: 
••. colleges of education to combine with the schools 
in their area to provide special support for beginning 
teachers. Besides the possible impact on f1rst year 
teachers, the opportunity for university teacher train-
ers to work in schools with the kind of problems expe-
rienced by first year teachers might help them to make 
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pre-service tra1ning more relevant to the needs of be-
glnning teachers (p. 39). 
Many studies have been conducted to determine what has caused 
problems in the first year of teaching. In 1951, Wey reported on his 
study of the problems of first year teachers. He reported the fol-
lowing as problem areas: 
1. Handling problems of pupil control and discipline 
2. Adjust1ng to defic1encies in school equipment, physical con-
dit1ons, and materials 
3. Adjusting to the teach1ng assignments 
4. Aqapting to needs, 1nterests, and abil1t1es of pupils 
5. Motivating pupil interests and response 
In 1963, Dropkin and Taylor reported six areas of frequent prob-
lems for beginning teachers: 
1. Discipline 
2. Relations with parents 
3. Methods of evaluating teaching 
4. Planning 
5. Materials and resources 
6. Classroom routines 
In 1964, Broadbent and Cru1ckshank reported that teachers were 
troubled by the following problems: 
1. Methods of teaching 
2. Evaluation of students 
3. Discipl1ne 
4. Parent relations 
5. Classroom routines and materials 
6. Personal problems (primarily a lack of self confidence) 
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In 1978, Coates and Thoresen summar1zed 15 studies done over a 15 
year period and reported that beg1nning teachers self-reported con-
cerns and anxiet1es around the following f1ve areas: 
1. Their ability to maintain discipl1ne in the classroom 
2. Students• liking of them 
3. Their knowledge of subject matter 
4. What to do 1n case they make mistakes or run out of mater1al 
5. How to relate personally to other faculty members, the school 
system, and parents 
As can be seen, discipline was one of the major concerns of most 
first year teachers. Ryan (1979) summarized th1s common feeling among 
first year teachers: "· •• they have had little experience at telling 
people to do this, to go there, to stop and start that. Most begin-
ning teachers don't know how to confront student m1sbehavior" (p. 42). 
Ryan also offered some hope for the f1rst year teacher and some possi-
ble solutions: 
The heart of this problem is that we put an under-
trained individual in a complex and demanding environ-
ment with little or no supervis1on and few human or 
material supports. In this situation one could logi-
cally deduce that the psychologically strong individuals 
with well developed social skills will survive, whereas 
those who are uncertain and who lack interpersonal 
skills will fail. However, there is also a part of this 
that depends on the luck of the placement draw. Those 
fortunate enough to teach in a well-run school with 
orderly children, effective administration and a good 
colleague group will not experience the same degree of 
d1fficulty as those who are placed in schools with a 
h1gh incidence of discipline problems, weak administra-
tion and low teacher morale (p. 37). 
Young (1978) emphas1zed the importance of the way in which the 
f1rst year teacher meets some of these problems when he stated that 
the cond1t1ons under which a person carr1es out the first year of 
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teach1ng have a strong 1nfluence on the level of effectiveness wh1ch 
that teacher is able to ach1eve and to sustain over the years, on 
the attitudes which govern teacher behavior over even a 40 year ca 
reer and on a decision whether or not to continue in the teaching 
profession. 
Howey and Bents (1979) confirmed the feeling among many beg1nning 
year teachers that discipline was a major concern, and that a good 
working relationship with other teachers and admin1strators gave them 
a lot of confidence and moral support. 
Bowman (1983) also added his feel1ngs concerning disc1pline and 
the first year teacher: 
Beginning teachers, however, often appear initially 
overwhelmed by the rigor required to master comprehen-
sive approaches to discipline. Additionally, they fre-
quently appear unprepared by their past experience to 
react reflectively in the face of conflicting or contra-
dictory research findings. 
Yet the need for survival skills in discipllning 
becomes acute early in one's teaching experience •••• 
Because learners are social beings who need to work 
cooperatively with others, individual behavior must 
be grounded in the need to protect the rights of others 
(p. 116). 
In the area of discipline, Riley (1979) offered the following 
findings from her research: 
Over half of the sample illustrated their perceived 
need for additional training as evidenced by their com-
ments. When asked to ident1fy sources of assistance 
received in working with classroom discipline problems 
during their first year of teaching, over sixty percent 
of the respondents identified obtaining informal assist-
ance from colleagues when confronted with a discipline 
problem and needing assistance (p. 5). 
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Ryan (1979) also agreed: 
Human support systems, or more directly, people who 
can help, are essent1al to any solut1on. . • . We need, 
therefore, to structurally rearrange things so that new 
teachers have more contacts with older teachers (p. 39). 
Doyle (1979) also addressed this problem with the following 
comments: 
The relationship of the beg1nning teacher and the 
more experienced teacher who may become a mentor advisor 
merits special attention. Virtually all discussion of 
improved induction addresses the need to strengthen 
these relationsh1ps and to formal1ze them in some way. 
A frequently cited problem in teacher preparation is the 
lack of a process for transferr1ng knowledge and sk1lls 
about classroom 1nteraction from one professional to 
another, and the resulting need for each new teacher to 
acquire such information and knowledge from his or her 
own direct classroom experience. Reliance on this 
method is often costly for beginning teachers, pupils, 
and teacher education (p. 13). 
Because of the budget crises many of our school systems face, 
money has become a significant issue as well. Lewis (1978, p. 59) 
stated: "Most intern programs are constantly requ1ring funding for the 
new teacher (though it may be on partial salary) as well as for the 
mentor/teacher who works with the interns." 
The principal is often thought of as a source of support for the 
beginning teacher. Larson (1984), as well as others, was quick to 
ident1fy the principal•s major role as "evaluating teacher perfor-
mance" rather than as a good human support person (p. 13). As stated 
by Kurtz (1983): 
Most administrators believe they have good orienta-
tion programs ..• they tend to believe that colleges 
and universities turn out •finished products• ..•. 
The •finished product• concept of beg1nning teachers 
shows a lack of understand1ng of teacher preparation 
programs (p. 42). 
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Ryan (1979) summar1zed this concept when he stated: 
The principal is 1n a class1c role of confl1ct 
with h1s relationship with teachers. He is the off1cial 
helper and the official evaluator or judge. The princi-
pal hires, assigns responsibilities to and is respon-
sible for the performance of the new teacher. His 
job description indicates that he provide a1d and 
instructional leadership. . . . And while this division 
between helper and evaluator can be separated out concep-
tually, in the daily flux and flow of life in schools 
the teacher is never sure if he is dealing with the 
principal as helper or evaluator (p. 44). 
The attitudes of first-year teachers are continually changing 
during the first year of teaching. As stated by Ryan (1979): 
attitudes towards teaching as a profession and 
their students become more positive during training 
during the first four months of the initial year 
of teaching, their attitudes take a steep negative d1ve. 
Later in the first year attitudes begin to stabilize, 
but they never get as high as they were during teacher 
training (p. 44). 
In regard to vocational agriculture programs and the entry-year 
teacher, a five-year study was conducted through Ohio State Univer-
s1ty. As stated by Guiler (1970): 
At the beginning of their first year of teaching it 
was found that new teachers believed they were fairly 
competent in advising FFA activities, planning physical 
facilities, pursuing professional improvement, and con-
ducting public information activities • 
• • • the teachers• degree of perceived ability began to 
fade slightly when they rated the areas of occupational 
experience, classroom teaching and program planning, 
guidance and counseling, and relationships with the 
school administration (pp. 312-313). 
After the first year of teaching, teachers showed an increase in 
their perceived ability. The greatest increases were shown in teach-
ing agricultural mechanics and conducting young and adult farmer 
programs. Overall, there was an increase in the1r perceptions of 
their abil1ty to teach vocational agr1culture. 
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Finley (1984), in response to the question, 11 What s1ngle ab1l1ty 
1s most essent1al to success? 11 stated that the unan1mous answer is: 
11 The ability to get along with people 11 (p. 12). 
was: 
In-Service Education 
The need for in-service education as expressed by Weller (1982) 
Inservice education, long a salient part of the 
teaching profession, has recently received greater at-
tention by school d1stricts and university personnel 
alike. Declining enrollments, the call for budgetary 
restraints, and the ever 1ncreasing cry for accountabil-
ity have placed greater emphasis on continuing profes-
sional development with the ultimate goal of producing 
more effective teachers. . . • The need clearly exists 
for subjective and objective evaluations of teacher 
effectiveness that are more adequately defined and, at 
the same time, for an inservice delivery system that is 
more comprehensive in scope (p. 10). 
Fitzpatrick (1983) expressed the need for in-service programs 
for the first year teacher: 
At the beginning of the school year, teachers were 
given an overview of the literature on classroom manage-
ment and organization and its relationship to student 
achievement and academic engaged time. They were intro-
duced to results from research that contained reasonable 
and useful suggestions that have emerged from recent 
teacher effectiveness base, learning from master teach-
ers within the school, and learning from themselves. 
This program 1 s learner orientation and emphasis on devel-
opment of professional habits enables new teachers to 
d1scover and deliver an optimal teach1ng performance as 
they begin their careers (p. 56). 
In a paper prepared for the American Educat1on Research Associa-
tion, Arends (1982) wrote: 
Beginning teachers tend to discr1minate in their 
judgments about the various types of learning experi-
ences available and report that where a learning ex-
perience 1s held, the type of person who provides 
leadersh1p and the nature of the incentives offered make 
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a d1fference 1n the amount of sat1sfact1on they derive 
from the experience and how applicable they see 1t to 
the1r teach1ng (p. 21). 
learning experiences that rece1ved the most favor-
able responses were those that were highly indlvidual-
ized (one-to-one technical assistance and observations 
of other teachers• teaching) or very practical (solving 
particular problems and developing classroom materials 
in clinics and workshops) (p. 23). 
According to Blue et al. (1980), the preparat1on of professional 
educators for a lifetime of effectiveness included the following: 11 An 
ongoing program of inserv1ce education and continuing professional 
development which is planned and systematic and which is reviewed and 
evaluated on a periodic bas1s 11 (p. 46). 
Smith and Orlosky (1975) drew a distinction between in-service 
education and continuing professional development. To them, in-
service education was: 
••. any training of school personnel to prepare them 
to sat1sfy a need of the school system. The sk1lls and 
concepts compris1ng the substance of the training pro-
gram are determined by the deficiencies in the instruc-
tional, administrative, and support systems of the 
school. Continuing professional development, in con-
trast, consists of experience and studies to satisfy the 
personal needs of the school personnel. Its character 
is determined not by the deficiencies of the system, but 
by the interest of each individual in his own personal 
and professional development and career advancement 
(p. 180). 
Weller•s (1982) approach to staff development couples in-serv1ce 
with the probationary/evaluation period as follows: 
If the extended probationary period is to work, the 
state needs to recognize two basic features. The first 
is that an analysis of prospective teacher strengths 
and weaknesses which can be understood and readily in-
terpreted by both the student and those charged with 
prov1ding corrective education must be provided. The 
second is that the probationary system, particularly at 
the local level, must have the capabil1ty of generating 
the specific educat1on needed to remedy correctable 
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defic1enc1es. Th1s means much more than just ass1gn1ng 
the young teacher to another convent1onal class or two 
offered by the teacher training 1nstitut1on or a mass 
workshop provided for all teachers. To be effect1ve, 
in many cases the correct1ve program will need to be 
individually designed with close monitoring. In the 
past, this l1nking of evaluation with effective in-
service courses has often been neglected (p. 6). 
In-service, as it relates directly to the vocat1onal agriculture 
teacher, has shown great strides to meet the needs of the first year 
vocational agriculture instructor. The 11 New Teacher Program, .. ini-
tiated in 1968 by the University of Arizona, has shown great success. 
Zurbrick and McCormick (1972) wrote of their program as follows: 
The primary intent of the New Teacher Program is con-
cerned with helping the beginning teacher adjust to a new 
job and assisting him to minimize the common pitfalls and 
difficulties encountered by many new teachers. Particular 
attention is paid to helping these teachers improve their 
planning ability in an attempt to strengthen the overall 
instructional program and teaching methods (p. 78). 
The basic rationale for the New Teacher Program is 
the belief that the first two years that the vocational 
agriculture teacher is on the job, the successes and 
failures which he exper1ences will, to a great extent, 
influence whether or not that ind1vidual chooses to stay 
in the profession and also will determine the effective-
ness of his instructional program. It is during th1s 
time, and especially during the first year on the job, 
that work patterns are formed and procedures are devel-
oped which tend to become habits and, for the most part, 
will stay with the teacher throughout his career (p. 78). 
The beginn1ng teacher needs ass1stance during these 
formative years with his planning for instruction, the 
budgeting of his t1me, and construct1ve crit1c1sm di-
rected toward the development of a strong total program 
of vocational agriculture. Right along with the kind of 
help he needs some encouragement and support when h1s 
enthusiasm and morale begin to weaken (p. 78). 
Approximately five to seven weeks into the school 
year, a staff member v1sits each new teacher on the job. 
Experience has shown that at about this t1me the begin-
ning teacher hits a low ebb, can use some encouragement 
and is very receptive to suggestion (p. 79). 
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Second semester staff v1sits are normally made dur-
ing March and Apr1l. Aga1n, 1mprov1ng and evaluat1ng 
classroom instruct1on are emphas1zed along w1th sugges-
tlons on techn1ques for tak1ng the department 1nventory 
and clos1ng out the school year (p. 79). 
Probably the greatest beneficiary of the New Teacher 
Program has been the teacher education staff. By be1ng 
able to vis1t former students on the job, the staff in 
agricultural education at the University of Arizona 1s 
able to keep abreast of the current problems encountered 
by teachers and to e~aluate the department's products in 
action. This provides excellent feedback for evaluat1on 
and rev1sion of our 1nstruct1onal program (p. 79). 
This program has been very effect1ve, probably because it oc-
curred at a t1me when there was a need felt by the teacher. In-
serv1ce for the new teacher was v1tal as a support system. 
Literature regarding vocational agriculture teachers specif1cally 
was somewhat limited. However, Claycomb and Petty (1983) addressed 
this subject: 
.•. as the experience of agriculture teachers grow, 
patterns of inservice ass1stance develop (p. 33) . 
. . • program planners cannot assume that an outstanding 
preservice program is sufficient nor can they assume that 
the inservice needs for f1rst year teachers are the same 
as the inserv1ce needs of second year teachers (p. 33). 
Review of Related Literature 
Un1versit1es across the cont1nent are beg1nning to see the need 
to reanalyze the teacher preparation and intern teaching aspect of 
their teacher education programs. As early as 1979, the University of 
Alberta in Alberta, Canada, was beginning to take a hard look at 
teacher preparation and its implications for the quality of teachers 
in the classroom. Research stud1es were conducted which showed the 
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following areas 1n need of improvement: (1) Program, (2) Practicum, 
(3) Courses, and (4) Sk1ll development (Ratsoy et al., 1979). 
The ma1n concern for preparing teachers to teach was well sum-
marized by Blue et al. (1980), when they wrote: 
.•. there is a critical difference between studying 
what makes taechers effective and what is involved in 
teaching teachers to be effective. It is asserted that 
current research largely investigates the former issue 
but does little to explicate the latter (p. 3). 
Many proposals for change have been wr1tten. Among these, Dene-
mark and Nutter (1980) wrote: 
The education of teachers would be cons1dered to 
begin with admission to college; it continues through-
out their profess1onal careers. Preservice education, 
inservice education, and continuing professional devel-
opment are essential parts of a unified development 
process. Each makes an important contribution to the 
professional lives and performance of teachers; designing 
one in isolation from the others is likely to result in 
distortions of the career-long process (p. 17). 
Blue et al. (1980) proposed a four stage process of teacher 
education as follows: 
(1) A preservice stage. 
(2) A closely supervised one year period of initial in-
duction. 
(3) A period of continuing induction. 
(4) An ongoing program of inservice education and con-
tinuing professional development (p. 4). 
In 1981, the State of Georgia took the f1rst steps toward assess-
ing teacher performance with assisting 1n teachers' growth. The 
George performance-based certification program had three important 
facets: 
First, all prospective teachers must pass a 
cr1terion-referenced test on the content of the cer-
tif1cat1on field. Second, the undergraduate inst1tution 
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must affirm that during student teaching the prospective 
teacher adequately demonstrates a set of minimum teach1ng 
competencies spec1fied by the state. 
The third step is perhaps the most unique and com-
prehensive. After pass1ng a criterion-referenced test 
and graduating from an approved teacher education pro-
gram, all beginning teachers receive a three-year 
nonrenewable certificate. During the term of the certifi-
cate they must satisfactor1ly demonstrate fourteen perfor-
mance competenc1es in two consecutive assessments, one in 
the fall and the second in the spring (Ellett et al., 1980, 
p. 219). 
Georgia educators felt that teachers should be 11 held accountable .. 
for demonstrating acceptable performance on a set of teaching skills 
endorsed by the profess1on: 
... assessing (teacher performance) and assisting 
(teacher growth) are essential ingredients of this inno-
vative, professional commitment to better teaching and 
the 1mprovement of education in Georgia•s classroom 
(Ellett et al., 1980, p. 220). 
Florida also established 1ts beginning teacher program in 1980. 
According to Shea (1982): 
••. the Florida Beginning Teacher Program is based on 
the belief that student learning will be increased with 
the provision of a regularly planned system of support, 
assistance and feedback for teachers who are beginning 
their careers in Florida (p. 3). 
Shea described specific features of the program as follows: 
.•• it was recognized that the success of this new 
program would hinge upon how well teaching, administra-
tive and university professionals could be bonded to-
gether •.. prov1ding the f1rst year teacher with a 
planned program of support, assistance and feedback 
(p. 5). 
The Support Team .•• which is made up of three 
members, a peer teacher, a building-level adm1nistrator 
and at least one other professional educator 
(p. 6). 
The Professional Development Plan .•. a written 
plan developed by the beginning teacher and the support 
team to serve as a guide for the teacher•s continued 
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professional development in demonstrating mastery of the 
minimum essential competencies. . . • To assist the 
beginn1ng teacher in acquiring these competencies, the 
support team may suggest activit1es such as inservice 
components, content area study, observat1on in other 
classrooms, vis1tations, conferences .•. (p. 7). 
Verifying satisfactory performance is carried out by all members 
of the support team. A portfol1o is kept for the beginning teacher 
and is submitted to the superintendent for review. The superintendent 
then does or does not recommend the beginning teacher for certifica-
tion at the state level. 
In 1982, Iannone proposed a six-year teacher education program. 
Iannone wrote the following: 
I believe that the first four years of future teach-
ers• programs should be completely devoted to the subject 
in the liberal arts curriculum and their metaphysical 
content. Of course, opportunities can be offered future 
teachers for doing some work with children and in schools 
during these four years, but basically these years are to 
be spent r1gorously studying the subjects in the liberal 
arts curriculum within the metaphysical context (p. 39). 
Now let me move to the third block of courses. 
Basically, this should be an internship which takes place 
for the full second year of the program. The Connective 
Sem1nar continues, but most important here is that future 
teachers are given full teaching responsibility for a 
classroom for a full year. In this internship, future 
teachers should be primarily responsible for planning, 
teaching, and evaluating classroom learning. If possi-
ble, the intern should be paid in accordance with what 
beginning teachers get-paid in that particular school 
district (p. 40). 
An experienced teacher or master teacher should be 
responsible for supervising the intern ••. this master 
teacher should have the type of skills, knowledge, and 
understanding that could help interns do an effective job 
in their classrooms. The master teacher, in a sense, 
becomes a support system for the intern (p. 41). 
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Summary 
The need for research 1n the areas of teacher education was best 
summarized by Secretary Terrel Bell (1984) of the u.s. Department of 
Agriculture. He wrote: 
Agriculture has a system of discovering new knowl-
edge and putting it 1nto practice. If Amer1can educat1on 
would study learning and the problems of learning, like 
American agriculture studies farming and the problems in 
farming, and if we would apply the new knowledge we 
attain from that study efficiently and promptly (like 
American agriculture), we should solve the so called 
•rising tide of mediocrity• problem that•s been on the 
front page of every newspaper in this country (p. 37). 
Only through in-depth study and research will we be able to 
improve the quality of teachers within our classrooms. As stated by 
Stolz (1981): 
Any evaluation design should attempt to find out 
just where the best results are found and why they occur. 
This means analytic attempts to see what connections 
there are between results on exit examination or evalua-
tion of probationary teachers in the field and the entry 
skills of the college students or the educational pro-
grams offered by the college (p. 15). 
But solid and sound evaluation studies are still in 
short supply. Comprehensive and comprehensible studies 
of the effects of the new quality improvement efforts are 
going to be needed. States must start now to design the 
research and collect the data (p. 15). 
Research seems to be the key to upgrading our educational system 
and on-going stud1es are needed to determ1ne areas of weakness as they 
relate to teacher education. This study is dedicated to finding some 





The purpose of this study was to determine the Vocat1onal Agri-
culture Entry-Year Teachers• and the EYAC members• percept1on of the 
Oklahoma EYAP. The purpose of this chapter was to: describe the 
structure of the research, define the population, explain the develop-
ment of the research instrument, explain procedures used in obtaining 
data, and describe the statistical treatment used to analyze the data. 
Information for this study was collected during the fall of 1984. 
Choice of Research Design 
The type of research design chosen for th1s study was descript1ve 
research. As stated by Best (1970): 
Descriptive research describes and interprets what 
is. It is concerned with conditions or relationships 
that exist; practices that prevail; beliefs, po1nts of 
view, or attitudes that are held; processes that are 
going on, effects that are being felt; or trends that 
are developing. The process of descriptive research 
goes beyond the mere gathering and tabulating of data. 
It involves an element of analysis and interpretation ~ 
of the meaning or significance of what is described 
(p. 116). 
Descriptive research was chosen as the research design, since this 
study dealt with the perceptions of teacher consultants, administra-
tors, teacher educators, and Entry-Year Vocat1onal Agriculture Teach-
ers of the EYAP. 
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Popu 1 at ion 
To accomplish the purpose of this study, Entry-Year Vocational 
Agriculture Teachers and EYAC members for the academ1c years of 1982-
83 and 1983-84 were surveyed. For the two year period there were a 
total of 67 Entry-Year Vocational Agriculture Teachers employed within 
the boundaries of the State of Oklahoma. To provide assistance and 
guidance to the Entry-Year Vocational Agriculture Teachers there were 
67 teacher consultants who were assigned by their pr1ncipals, 64 
adm1nistrators who were selected by their local boards of education, 
and 14 teacher educators from Oklahoma State University (OSU), Cameron 
State University, and Panhandle State University. A total population 
of 212 participants were involved in the EYAP as it related to the 
vocational agriculture teachers• first year of teaching. Of the total 
population of 212 participants, 205 (96.69%) responded to the tele-
phone interv1ew (Table I). Several attempts were made to contact the 
remaining seven (3.31%) perspective respondents. However, the inves-
tigator was not able to locate their whereabouts because their new 
addresses and telephone numbers were unknown. 
The list of the Entry-Year Vocational Agriculture Teachers and 
the EYAC members were obtained from several sources. The list of the 
Entry-Year Vocational Agriculture Teachers and the EYAC members for 
the academic years of 1982-83 and 1983-84 were obtained from the 
College of Educat1on and the office of the EYAP Coordinator for Voca-
tional Agriculture, OSU. A list of the 1982-83 and 1983-84 Entry-
Year Vocational Agriculture Teachers who graduated from Cameron State 
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University and Panhandle State University and their EYAC members were 
obtained from their respect1ve universities (Appendix C). 
TABLE I 



























*Of the 212 individuals eligible to be included in this study, 
two teacher consultants, two administrators, and three Entry-Year Vo-
Ag Teachers could not be located to be interviewed. 
Development of Instrument 
In the preparation of an instrument, close attention was paid to 
the objectives of the study. The instrument developed contained 
general questions seeking qualitative and quantitative information to 
determine the Entry-Year Vocational Agriculture Teachers• and the EYAC 
members• perceptions of the EYAP. 
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The major concern was how to admin1ster the instrument 1n order 
to obtain a high percentage of responses. Two methods of obtaining 
responses were studied: mailed questionnaires and telephone inter-
views. In order to determine which method to use in collecting data, 
input from a research report which was conducted by Finley and Key 
(1983) was considered. The report yielded the following information: 
1. It is more economical to use the telephone to gather 
data. 
2. The percent of valid responses will be approximately 
twice as great through the telephone interview as 
anticipated by mailed questionnaires. 
3. An infinitely large population or a small population 
are both well suited to the telephone interview 
technique. 
4. Interviews conducted over the telephone are highly 
reliable (p. 4). 
Because of these findings and the relatively small population to 
be surveyed, the data for this study were collected by telephone 
interview. 
The next step was to compile a list of general questions that 
were relevant to determining the perception of the EYAP in vocational 
agriculture. These questions were derived from interviews with voca-
tional agriculture teachers who served under the EYAP, and administra-
tors, teacher consultants, and teacher educators who served on the 
EYAC for vocational agriculture teachers. Input was also provided by 
members of the researcher's graduate committee. 
After development of the init1al instrument, the faculty of 
the Agricultural Education Department at OSU reviewed it 
for content, applicability, and clarity. After receiving this input, 
revisions were made to strengthen the instrument. The next step was 
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to determine the reliability of the instrument and make further revi-
sions, 1f necessary. 
Mock telephone interviews were used to assist in determining the 
reliability of the instrument and any further ref1nement that needed 
to be accomplished. Upon completion of the mock interviews with the 
agricultural education faculty, a pilot study was conducted to further 
ensure reliability. The pilot study consisted of a telephone inter-
view with two EYT's, two teacher consultants, two administrators, and 
two teacher educators who were not included 1n the population for this 
study. At the conclusion of each interview, the interviewee was 
allowed time to formulate any concerns and/or suggestions they had 1n 
reference to the instrument. 
Upon completion of the pilot study, revisions were made and the 
instrument was presented to the researcher's doctoral advisory commit-
tee for their final review and approval. 
Prior to the actual telephone interview, post cards were mailed 
to the 212 Entry-Year Vocational Agriculture Teachers and EYAC members 
describing the purpose of the study, approximately when they would be 
contacted, and eliciting their assistance. Another purpose for con-
tacting the participants in this way was to allow them time to con-
sider relevant aspects of the forthcoming interview, which provided 
more accurate information for the study. 
Collection of Data 
An introductory statement was designed to be used with the inter-
view to ensure a collective understanding of the study by all respond-
ents and to establish a specified structure for the interview. 
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Information obtained from the interviews provided the Entry-Year 
Vocational Agriculture Teachers' and the EYAC members' perceptions of 
the EYAC. The questions contained in the interview required answers 
on an interval scale with some short answers also being required. 
The first question was asked to determine if the respondents 
served as a part of the EYAP; the second question was asked (once the 
respondent was determined to have served on the EYAP) to elicit the 
respondents' cooperation in responding to the telephone interview. 
The remaining 32 questions were separated into three sections as 
follows: seven questions were designed to obta1n characterist1c infor-
mation of the respondents who responded to the telephone interview 
(demographic data). Of the seven questions, three asked the respond-
ents for: years of experience, level of certification, and level of 
education. Two questions were asked of the administrators: years of 
experience as an administrator and type of administrative experience. 
Two questions were asked of teacher educators requesting information 
pertaining to: years of experience teaching agricultural education 
in higher education and years of experience teaching vocational 
agriculture. 
The second section consisted of 20 questions designed to obtain 
information pertaining to the respondents• perceptions of the EYAP. 
Four questions were asked of the respondents perta1ning to whether or 
not assistance was provided to the Entry-Year Vocational Agriculture 
Teacher. Three questions were asked of the respondents relating to: 
number of times the Entry-Year Vocational Agriculture Teachers asked 
for assistance and, as perceived by the Entry-Year Vocat1onal Agricul-
ture Teachers, who provided the most assistance. Three questions were 
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asked of the respondents concerning the importance of the EYAP. Three 
quest1ons were asked of all respondents pertaining to the evaluation/ 
observation instrument. Two questions dealt with the opportunity for 
the Entry-Year Vocational Agriculture Teachers to adjust and 1mprove, 
while five questions dealt with the continuance of the EYAP, major 
strengths, major problems, and classroom management. 
The th1rd section contained five questions designed to prov1de 
the respondents• awareness and practices of the EYAP. The five ques-
tions asked pertained to parental input, in-service and staff devel-
opment, orientation, and assistance time prov1ded by the teacher 
consultant. 
The final section consisted of one open-ended question which 
sought the respondents' perception of needed changes for the EYAP. 
The respondents, with the1r permission, were tape recorded as they 
provided their perceptions of the needed changes of the EYAP. This 
provided an accurate record of their responses. The responses were 
reported by frequency distributions which were categorized as follows: 
(1) Fifteen or More Respondents, (2) Ten to Fourteen Respondents, (3) 
Five to Nine Respondents, and (4) Less Than Five Respondents. The 
respondents could provide more than one response. 
Analysis of Data 
The statistical treatment for all responses consisted of fre-
quency distribution and percentages. The responses to questions on 
the instrument were of two types: (1) Qualitative, which requested 
responses such as: Definitely Yes, Probably Yes, Uncertain, Probably 
Not, or Definitely Not, and questions wh1ch elicited a "Yes" or "No" 
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response and (2) Quant1tative. wh1ch offered the respondents the 
opportunity to provide more than one response to a quest1on. 
All 1nformation collected way keypunched on International Busl-
ness Machine (IBM) cards and a Statistical Analysis System (SAS) 
program was utilized initiating computations by the IBM System 3081. 
Model D computer. 
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CHAPTER IV 
PRESENTATION AND ANALYSIS OF DATA 
Introduction 
The purpose of th1s chapter was to descr1be the percept1ons of the 
EYAP 1n the State of Oklahoma as perceived by the Entry-Year Voca-
tional Agriculture Teachers and the EYAC members. The chapter de-
scribes data for future research efforts, analyzes the data, and 
presents and interprets the results. 
Data collected in this study was derived from the total popula-
tion of Entry-Year Vocational Agriculture Teachers and those members 
who served on EYAC for the Entry-Year Vocat1onal Agr1culture Teachers 
1n the State of Oklahoma during the academic years of 1982-83 and 
1983-84. In the f1rst section, the character1stics of the respondents 
interviewed by telephone are reported in frequency distributions. In 
the second section, the frequency distributions of responses to each 
question pertaining to the respondents• perceptions of the EYAP are 
presented. Frequency d1str1but1ons of responses to each question 
perta1ning to respondents• awareness and practices of the EYAP are 
reported in the third section of this chapter. In the final section, 
responses to the question 11 What changes would you like to see in the 
present EYAP? 11 are presented. 
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Background of Population 
The population of th1s study included 212 Entry-Year Vocat1onal 
Agriculture Teachers, teacher consultants, administrators, and teacher 
educators residing in the State of Oklahoma and having access to 
telephone service, either residential or through access to publ1c 
school telephones. However, of this number, 205 Entry-Year Vocational 
Agriculture Teachers and EYAC members cooperated by respond1ng to the 
34-ltem telephone 1nterv1ew. The 205 respondents const1tuted 96.69% of 
the 212 total populat1on. 
General Character1stics of Respondents 
The telephone-survey instrument contained seven questions de-
signed to obtain personal information from respondents of the EYAP. 
Three questions were asked of the respondents concerning the follow-
lng: teaching experience 1n public schools, area of certif1cation, and 
educational level. Two questions, directed specifically toward the 
administrators, dealt with years of administrative experience and type 
of administrative experience. Two questions were directed speclfl-
cally toward teacher educators and were concerned with teaching ex-
perience 1n vocational agr1culture and teaching agr1cultural educat1on 
1n higher educat1on. In response to the 1nterview, not all quest1ons 
were answered by all respondents; therefore, the 11 N11 of the different 
tables may vary. 
In Table II, the number (N) and percentage (%) by years of teach-
ing experience in public schools is presented. Of the 205 respond-
ents, 146 (71.22%) indicated that they had 15 years or less teaching 
Years of 
Experience 
0 - 5 years 
6 - 10 years 
11 - 15 years 
Over 15 years 
Totals 
TABLE II 
FREQUENCY DISTRIBUTION OF RESPO~DENTS 1 YEARS OF 
TEACHING EXPERIENCE IN PUBLIC SCHOOLS 
Teacher Administrator Teacher 
Consultant Educator 
(N=65) (N=62) (N=l4) 
n % n % n % 
3 4.62 2 3.23 6 42.86 
23 35.38 13 20.97 5 35.71 
14 21.54 16 25.80 -- --
25 38.46 31 50.00 3 21.43 - - -



















exper1ence in publ1c schools. Of the remain1ng 51 (28.78%) respond-
ents, 25 (38.46%) teacher consultants and 31 (50.00%) adm1nistrators 
ind1cated more than 15 years of teaching experience. 
In this study, certification areas refer to those areas in which 
the Entry-Year Vocational Agriculture Teachers, teacher consultants, 
administrators, and teacher educators are certified to teach. The 
certification areas by profession are presented in Table III. One 
hundred and thirty-two (64.39%) respondents indicated certificat1on in 
vocational educat1on. F1fty (76.92%) teacher consultants 1nd1cated 
cert1f1cat1on 1n vocat1onal educat1on. It should be noted that only 
seven (11.29%) administrators were certif1ed in vocational education. 
In Table IV, the number and percentages by respondents• educa-
tional level are presented. One hundred and five (51.22%) respondents 
had completed only a bachelor's degree. Seventy-one (34.64%) respond-
ents had completed a master's degree plus 25 semester hours. Fifty-
five (88.71%) adm1nistrators represented the largest profession for 
the master's degree plus 25 semester hours. 
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The number of respondents and their percentages (listed according 
to the number of years of experience as administrators) are reported 1n 
Table v. Forty (64.51%) administrators indicated 10 years of experi-
ence or less as administrators. It should be noted that approximately 
one-fourth (25.81%) had over 15 years of adm1nistrat1ve exper1ence, 
while nearly one-third (29.03%) had only f1ve years or less of expe-
rience as administrators. 
Question number s1x (on the interview form) asked: "What type of 
administrative exper1ence do you have?" This part1cular question was 
asked only of the admin1strators (who were included in the populat1on) 
TABLE III 
DISTRIBUTION OF CERTIFICATION AREAS BY PROFESSION 
Teacher Administrator Teacher EYT TOTALS 
Consultant Educator 
Certification (N=65) (N=62) (N=l4) (N=64) (N=205) 
Areas* n % n % n % n % N % 
Elementary 1 1.54 1 1.61 -- -- -- -- 2 0.98 
Secondary 14 21.54 54 87.10 3 21 .43 -- -- 71 34.63 
Secondary, 
Vocational 29 44.61 6 9.68 -- -- -- -- 35 17.07 
Vocat10na 1 Ag-
ncul ture 21 32.31 1 1.61 11 78.57 64 100.00 97 47.32 - -
Totals 65 100.00 62 100.00 14 100.00 64 100.00 205 100.00 




DISTRIBUTION OF RESPONDENTS' LEVELS OF EDUCATION 
Teacher Administrator Teacher EYT TOTALS 
Levels of Consultant Educator 
Education n % n % n % n % N % 
Bachelors 40 61.54 2 3.23 -- -- 63 98.44 105 51.22 
Masters 10 15.54 5 8.06 -- -- l 1.54 16 7.80 
Masters plus 
15 hours 15 23.08 55 88.71 1 7.14 -- -- 71 34.64 
Doctors -- -- -- -- 13 92.86 -- -- 13 6.34 - - - -
Totals 65 100.00 62 100.00 14 100.00 64 100.00 205 100.00 
.p. 
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1n order to determ1ne the types of adm1n1strat1ve responsibil1ties 
they have experienced. Of the 62 adm1nistrators 1nterviewed, 56 
(90.32%) 1ndicated experience as h1gh school principals. Only three 
(4.83%) administrators indicated experience as a super1ntendent. 
TABLE V 
DISTRIBUTION OF ADMINISTRATORS BY YEARS 
OF EXPERIENCE AS ADMINISTRATORS 
Frequency Distribution 
Experience n % 
0 - 5 years 18 29.03 
6 - 10 years 22 35.48 
11 - 15 years 6 9.68 
Over 15 years 16 25.81 
Tot a 1 s 62 100.00 
In Table VI, the number and percentage of teacher educators 
(listed by their exper1ence as vocational agriculture teachers and 
experience in agriculture education) is presented. Fourteen responded 
to the question pertaining to experience in vocat1onal agriculture and 
agricultural education. Of the 14 teacher educators, four (28.57%) 
indicated no exper1ence as vocational agriculture teachers. Five 
(35.71%) 1nd1cated no exper1ence in agr1culture educat1on. When the 
data was analyzed 1t was found that the four teacher educators who 
indicated no experience in teaching vocat1onal agriculture also had no 
experience in agricultural education as teacher educators. This indi-
cates that over one-fourth (28.57%) of those who served on the EYAC as 
teacher educators from the agriculture education departments in Okla-
homa•s higher education system had no experience in the area in which 
they were assisting. 
TABLE VI 
FREQUENCY OF TEACHER EDUCATORS BY YEARS OF 
EXPERIENCE AS EITHER A VOCATIONAL 
AGRICULTURE TEACHER OR TEACHER 
EDUCATOR IN AGRICULTURAL 
EDUCATION 
As a Vocational 
Agriculture Teacher 
Years of Experience n % 
None 4 28.57 
1 - 5 years 5 35.72 
6 - 10 years 4 28.57 
11-15 years 
Over 15 years 1 7.14 
Totals 14 100.00 









Responses to Quest1ons Pertain1ng to Respondents' 
Percept1ons of the Entry-Year 
Assistance Program 
In order to determine the perceptions of the respondents pertain-
ing to the EYAP, several related questions were developed and included 
as part of the survey questionnaire. In total, 20 questions constl-
tuted the perceptions section of the questionnaire. The questions were 
numbered 9 through 28. 
In Table VII, the frequency distribution is reported for the 
following question: "As a member of the EYAC do you feel that you 
provided the needed assistance to the Entry-Year Vocational Agricul-
ture Teacher?" Of the 141 respondents who were asked this particular 
question, 136 (96.45%) indicated that they did provide the needed 
assistance to the Entry-Year Vocational Agr1culture Teachers. It 
should be noted that only three (2.13%) of the respondents indicated 
that they did not provide the needed assistance to the Entry-Year 
Vocational Agriculture Teachers. 
Only five (3.55%) of the teacher consultants and administrators 
responded to question 10 (on the 1nterview form), which reads: "For 
what reason do you feel that you didn't provide the needed assistance 
to the Entry-Year Vocat1onal Agriculture Teacher?" It was 1ndicated 
that "lack of time" and "lack of familiarity of the vocational agri-
culture program" were the major reasons for wh1ch they felt they had 
not provided the needed assistance. 
In Table VIII, frequency distribution and percentages are re-










ENTRY-YEAR ASSISTANCE COMMITTEE MEMBERS' PERCEPTIONS 
OF HHETHER OR NOT THEY PROVIDED NEEDED ASSISTANCE 
TO THE ENTRY-YEAR VOCATIONAL 
AGRICULTURE TEACHER* 
Teacher Administrator Teacher 
Consultant Educator 
n % n % n % 
31 47.69 30 48.38 10 71.43 
33 50.77 28 45.16 4 28.57 
-- -- 2 3.23 -- --
1 1. 54 2 3.23 -- --
65 100.00 62 100.00 14 100.00 
















as to whether or not they received the needed ass1stance from the 
EYAC. Of the 64 Entry-Year Vocat1onal Agr1culture Teachers, 56 
(89.07%) indicated that they had received the needed ass1stance from 
the EYAC. F1ve (7.81%) Entry-Year Vocational Agriculture Teachers 
indicated that they did not receive the assistance they needed. 
TABLE VIII 
ENTRY-YEAR VOCATIONAL AGRICULTURE TEACHERS• 
PERCEPTIONS AS TO WHETHER OR NOT THEY 




Response n % 
Definitely yes 34 53.13 
Probably yes 23 35.94 
Uncertain 2 3.12 
Probably not 2 3.12 
Definitely not 3 4.69 
Totals 64 100.00 
*Only the Entry-Year Vocational Agriculture 
Teachers were asked to respond. 
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In Table IX, responses were el1cited from those Entry-Year Voca-
tional Agriculture Teachers who felt they had not rece1ved the needed 
ass1stance. E1ght responded that 11 When confronted, the teacher con-
sultant and the adm1nistrator appeared to be unconcerned and did not 
offer the needed guidance... Only Entry-Year Vocational Agr1culture 
Teachers were asked to respond and more than one response per teacher 
could be provided. 
TABLE IX 
FREQUENCY DISTRIBUTION OF REASONS ENTRY-YEAR 
VOCATIONAL AGRICULTURE TEACHERS FEEL THEY 
DID NOT RECEIVE NEEDED ASSISTANCE FROM 
ENTRY-YEAR ASSISTANCE COMMITTEE* 
Frequency Distribut1on 
Reasons 
Teacher consultant unavailable most of t1me 
When confronted, teacher consultant appeared 
to be unconcerned and did not offer needed 
guidance 
Teacher educator unavailable most of time 
When confronted, teacher educator appeared to 
be unconcerned and did not offer needed 
guidance 
Adm1n1strator was unavailable most of time 
When confronted, administrator appeared to be 





*Only Entry-Year Vocat1onal Agr1culture Teachers were asked to 
respond (N=64). 
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Presented 1n Table X are the responses of 64 Entry-Year Voca-
tlonal Agnculture Teachers who were asked: 11 Who do you feel prOVlded 
the most assistance during the year 1n wh1ch you served as an Entry-
Year Vocational Agriculture Teacher? 11 Forty-three (67.19%) indicated 
that most of the assistance was provided by the 11 Teacher consultant .. 
and the 11 Teacher educator. 11 Only seven (10.94%) Entry-Year Vocational 
Agriculture Teachers felt that the administrators provided the most 
assistance. 
TABLE X 
INDIVIDUALS WHO PROVIDED MOST ASSISTANCE DURING 
ENTRY-YEAR OF TEACHING AS PERCEIVED BY ENTRY-





Another first year teacher in your 
school system 


















*Only the Entry-Year Vocat1onal Agriculture Teachers were 
asked to respond. 
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In Table XI, a frequency d1str1bution 1s reported for the number 
of t1mes the Entry-Year Vocat1onal Agr1culture Teachers asked for 
assistance as perce1ved by the EYAC members and the Entry-Year Voca-
tional Agr1culture Teachers. It was ind1cated by 79 (63.12%) teacher 
consultants, administrators, and teacher educators that Entry-Year 
Vocational Agriculture Teachers asked for assistance "S1x or more" 
t1mes. Likewise, it was indicated by 38 (59.38%) Entry-Year Voca-
tional Agriculture Teachers that they asked for assistance 11 Six or 
more" times. Th1rty-eight (58.46%} teacher consultants ind1cated 
that the Entry-Year Vocational Agriculture Teachers asked for assist-
ance "More than 15" times, while 49 (70.31%} Entry-Year Vocat1onal 
Agriculture Teachers ind1cated that they asked for assistance "15 
times or less" during their first year of teaching. 
Table XII presents the frequency distribution and percentage of 
responses elicited from the respondents on how important they per-
ceived the EYAP to be regarding the Entry-Year Vocational Agriculture 
Teachers• first year of teaching. It was clearly indicated by 182 
(88.78%) respondents that the EYAP was either "Important" or "Very 
important" in regard to the Entry-Year Vocational Agriculture Teach-
ers• first year of teaching. The remaining 23 (11.22%) respondents 
perceived the EYAP as less than "Important" or "Unimportant. 11 Of the 
23 respondents who felt that the EYAP was "Less than important" or 
"Unimportant," 12 were Entry-Year Vocational Agriculture Teachers and 
six were administrators. 
When asked why the respondents felt that the EYAP was important 
regarding the teachers• f1rst year of teaching, 71 (34.63%) respond-




1 - 5 times 
6 - 10 times 
11 - 15 times 




DISTRIBUTION OF TIMES ENTRY-YEAR ASSISTANCE COMMITTEE MEMBERS 
WERE ASKED FOR ASSISTANCE BY ENTRY-YEAR VOCATIONAL 
( 
AGRICULTURE TEACHERS AS PERCEIVED BY ENTRY-YEAR 
ASSISTANCE COMMITTEE MEMBERS AND ENTRY-YEAR 
VOCATIONAL AGRICULTURE TEACHERS 
Teacher Administrators Teacher 
Consultant Educator 
(N=64) (N=62) (N=l4) 
n % n % n % 
5 7.69 7 . 11.29 2 14.29 
13 20.00 16 25.81 9 64.28 
5 7.69 10 16.13 1 7.14 
4 6.16 14 22.58 -- --
38 58.46 15 24.19 2 14.29 - - -





































RESPONDENTS• PERCEIVED LEVEL OF IMPORTANCE OF ENTRY-YEAR 
ASSISTANCE PROGRAM REGARDING ENTRY-YEAR VOCATIONAL 
AGRICULTURE TEACHERs• FIRST YEAR OF TEACHING 
Teacher Administrator Teacher 
Consultant Educator 
n % n % n % 
45 69.23 37 59.68 10 71.43 
16 24.62 19 30.64 3 21 .43 
3 4.61 2 3.23 -- --
1 1.54 4 6.45 1 7.14 - - -
65 100.00 62 100.00 14 100.00 
EYT TOTALS 
n % N % 
24 37.50 116 56.59 
28 43.75 66 32.19 
12 18.75 17 8.29 
00 00 6 2.93 - -
64 100.00 205 100.00 
(.,, 
d1scuss1on of problems ... Th1s was largely expressed by 20 (30.77%) 
teacher consultants and 32 (51.61%) administrators. It was also felt 
by 70 (34.15%) respondents that the EYAP 11 Creates a feel1ng of secu-
rity on the part of the Entry-Year Vocat1onal Agriculture Teacher ... 
This was supported by 25 (38.46%) teacher consultants and 21 (32.81%) 
Entry-Year Vocat1onal Agriculture Teachers. It was also indicated by 
45 (21.95%) respondents that the EYAP 11 Provided the assistance needed 
to improve classroom management ... This was clearly indicated by 24 
(36.92%) teacher consultants and 11 (17.19%) Entry-Year Vocat1onal 
Agr1culture Teachers. Other reasons why the EYAP is important was 11 It 
provided the opportunity to improve teaching methods, .. and ••It pro-
vided information to the Entry-Year Vocational Agriculture Teacher on 
his/her weaknesses and strengths 11 (Table XIII). 
Those who felt that the EYAP was not important are presented in 
Table XIV. Of the 205 respondents, only 36 (17.56%) felt that the 
- -
EYAP was not 1mportant. Of the 36 who responded, 11 (5.37%) indicated 
a 11 Lack of importance as viewed by the Entry-Year Vocational Agricul-
ture Teacher or the EYAC members... Five (2.44%) respondents felt that 
it 11 Created a feeling of apprehension on the part of the Entry-Year 
Vocat1onal Agr1culture Teacher, .. and f1ve other responses indicated 
that the EYAP involved 11 Too much time... Twelve (5.85%) responses were 
recorded 1n the 11 0ther 11 category and could not be categorized 1n any 
way to make an impact on a specif1c reason for why the respondents 
felt that the EYAP was not important. 
Presented in Table XV are the responses of 205 respondents who 
were asked their perception as to whether or not the evaluation/ 
observation 1nstrument used to evaluate the Entry-Year Vocational 
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TABLE XIII 
RESPONDENTS' REASONS FOR FEELING THAT ENTRY-YEAR ASSISTANCE 
PROGRAM IS IMPORTANT REGARDING TEACHER'S 
FIRST YEAR OF TEACHING 
Teacher Administrator Teacher 
Consultant Educator 
EYT 
(N"'65) (N"'62) (N=14) (N=64) 
Reasons n % n % n % n % 
Provides assistance needed to 
improve classroom management 24 36.92 7 11.29 3 21.43 11 17.19 
Creates feeling of security 
on part of entry-year teacher 25 38.46 18 29.03 6 42.86 21 32.81 
Provides opportunity to im-
prove teaching methods 6 9.23 4 6.45 1 7.14 3 46.87 
Provides information to entry-
year teacher on his/her weak-
nesses and strengths 3 4.61 2 3.22 1 7.14 9 14.06 
Provides opportunity for con-
sultation and discussion of 
problems 20 30.77 32 51.61 6 42.86 13 20.31 
Other 5 7.69 2 3.22 -- -- 2 3.12 




















Does not provide assistance 
needed to improve classroom 
management 
Creates feeling of apprehen-
sion on part of entry-year 
teacher 
TABLE XIV 
RESPONDENTS• REASONS FOR FEELING THAT ENTRY-YEAR 
ASSISTANCE PROGRAM IS NOT IMPORTANT 
REGARDING TEACHER'S FIRST YEAR 
OF TEACHING 
Teacher Administrator Teacher 
Consultant Educator 
(N=65) (N=62) (N=l4) 
n % n % n % 
-- -- -- -- -- --
3 4.61 -- -- -- --
Too much time involvement in . 
reference to other activities 1 1.54 3 4.84 -- --
Lack of importance as viewed 
by entry-year teacher -- -- -- -- -- --
Lack of importance as viewed 
by entry-year assistance 
committees -- -- 3 4.84 1 7.14 
Other 1 1.54 5 8.06 -- --
*N varies because respondents could indicate more thdn one reason. 
EYT TOTALS 
(N=64) (N=205)* 
n % N % 
3 4.69 3 1.46 
2 3.12 5 2.44 
1 1.56 5 2.44 
6 9.37 6 2.93 
1 1.56 5 2.44 









Tota 1 s 
TABLE XV 
RESPONDENTS• PERCEPTIONS AS TO WHETHER OR NOT EVALUATION/ 
OBSERVATION INSTRUMENT USED TO EVALUATE VOCATIONAL 
AGRICULTURE TEACHER 1 S PERFORMANCE PROVIDES A 
FAIR ASSESSMENT OF HIS/HER ABILITIES 
Teacher Admin1strator Teacher 
Consultant 
n % n % 
Educator% n °o n 
30 46.15 25 40.32 1 7.14 26 
32 49.23 35 56.46 10 71.43 33 
2 3.08 1 l. 61 -- -- --
1 1.54 1 1.61 2 14.29 3 
-- -- -- -- 1 7.14 2 - - - -




















Agriculture Teachers• performance provided a fa1r assessment of h1s/ 
her ab1lit1es. One hundred and n1nety-two (93.66%) respondents indi-
cated that 1t provided a "fair•• assessment of the Entry-Year Vocational 
Agriculture Teacher•s performance. Ten (4.88%) respondents indicated 
that it did not provide a fair assessment of the Entry-Year Vocational 
Agriculture Teacher•s abilities. Of the 10 respondents who felt that 
it did not provide a fair assessment, five were Entry-Year Vocational 
Agriculture Teachers. Three (1.46%) respondents were uncertain as to 
whether it provided a fair assessment or not. 
Presented in Table XVI are responses to the question: "For what 
reason do you believe the evaluation/observation instrument provided a 
fair assessment of the vocational agriculture teacher•s ability?" One 
hundred and seven (52.19%) indicated that the instrument covered all 
categories of vocational agriculture. Only four teacher educators 
indicated that the instrument covered all categories for vocational 
-
agriculture. Thirty-four (16.58%) respondents indicated that the 
instrument "Provided an opportunity to make comments, .. wh1le three 
(1.46%) respondents felt that the "Categories were relevant to 
vocational agriculture." Twenty-six (12.68%) respondents indicated 
that they did not remember enough about the instrument to accurately 
determine if it prov1ded a fair assessment. 
When asked why the evaluation/observation instrument did not 
provide a fair assessment of the Entry-Year Vocational Agriculture 
Teacher•s ability, 23 (11.22%) of the 205 respondents indicated that 
the instrument needed to be refined, and 14 (6.83%) ind1cated the need 
for add1tional categories. Fourteen responses by teacher educators 
1ndicated that the evaluationjobservat1on 1nstrument needed addit1onal 
I 
Reasons 
Categories are relevant to 
vocational agriculture 
Instrument covers all cate-
gories of vocational agri-
culture 
Categories reflect total 
responsibilities of voca-
tional agriculture teacher 
Provides an opportunity to 
make comments 
Did not remember enough 
about instrument to accu-
rately determine if it pro-
vided a fair assessment 
Other 
TABLE XVI 
RESPONDENTS 1 REASONS WHY EVALUATION/OBSERVATION 
INSTRUMENT PROVIDED A FAIR ASSESSMENT OF 
ENTRY-YEAR VOCATIONAL AGRICULTURE 
TEACHERS• ABILITY 
Teacher Administrator Teacher 
Consultant Educator 
n % n % n % 
1 1.54 ' -- -- --
36 55.38 37 59.68 4 28.57 
12 18.46 16 25.81 1 7.14 
13 20.00 5 8.06 -- --
3 4.61 4 6.45 1 7.14 
*N varies because respondents could indicate more than one reason. 
EYT TOTALS 
n % N* % 
2 3.12 3 1.46 
30 46.87 107 52.19 
5 7.81 34 16.58 
8 12.50 26 12.68 
10 15.62 18 8.78 
c• ...__. 
categor1es and should be refined. Two (0.97%) respondents ind1cated 
that the cateogr1es did not apply to the extracurr1cular act1v1t1es of 
the vocational agriculture teacher (Table XVII). 
Table XVIII presents the distribution of respondents as to 
whether or not they favor the continuance of the EYAP. One hundred 
and eighty-one (88.30%) respondents indicated that they 11 Favor 11 or 
11 Strongly Favor 11 the cont1nuation of the EYAP. All professions 
(teacher consultants, administrators, teacher educators, and Entry-
Year Vocational Agriculture Teachers) responded s1milarly toward the 
cont1nuance of the EYAP. Twenty (9.75%) ind1cated that they tend to 
oppose or strongly oppose the continuance of the EYAP. Of the 20 
respondents who opposed the continuance of the EYAP, nine were Entry-
Year Vocational Agriculture Te~chers and seven were administrators. 
Presented in Table XIX is the d1stribution of respondents as to 
whether or not they believe the EYAC members provided reasonable 
opportunity for the Entry-Year Vocational Agriculture Teachers to 
adjust and 1mprove as the year progressed. Two hundred (97.56%) 
respondents indicated that an opportunity to adjust and improve was 
provided to the Entry-Year Vocational Agriculture Teachers. Responses 
from the EYAC members and the Entry-Year Vocational Agriculture Teach-
ers were very similar. Only three (1.46%) respondents ind1cated that 
the EYAC members did not provide a reasonable opportunity for the 
Entry-Year Vocational Agriculture Teachers to adjust and improve as 
the year progressed. 
Question number 24 (on the interview form) asked: 11 For what 
reason do you feel that the EYAC members did not prov1de reasonable 
opportunity for the vocational agriculture teacher to adjust and 
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TABLE XVII 
FREQUENCY DISTRIBUTION OF RESPONDENTs• REASONS WHY EVALUATION/ 
OBSERVATION INSTRUMENT DID NOT PROVIDE A FAIR ASSESSMENT 
OF ENTRY-YEAR VOCATIONAL AGRICULTURE 
TEACHERS• ABILITY 
Teacher Administrator Teacher EYT 
Consultant Educator 
Reasons n % n % n % n 
Categories apply primarily 
to classroom management 
Additional categories are 
needed 2 3.08 1 1.61 6 42.86 5 
Categories do not apply to 
professional relationship 
between.vocational agricul-
ture teacher and community 
Categories do not apply to 
extracurricular activities 
of vocational agriculture 
teacher -- -- -- -- 1 7.14 1 
To provide a fair assessment 
of entry-year vocational 
agriculture teacher, instru-
ment needs to be refined 5 7.69 5 8.06 8 57.14 5 
Other 2 3.08 4 6.45 -- -- 4 
*N varies because respondents could indicate more than one reason. 
TOTALS 
% N* % 
7.81 14 6.83 
1.56 2 0.97 
7.81 23 11.22 





Tend to favor 
Uncertain 
Tend to oppose 
Strongly oppose 
Tota 1 s 
\ 
TABLE XVIII 
DISTRIBUTION OF RESPONDENTS AS TO WHETHER OR NOT 
THEY FAVOR CONTINUANCE OF ENTRY-YEAR 
ASSISTANCE PROGRAM 
Teacher Administrator Teacher 
Consultant Educator 
n % n % n % 
42 64.61 39 62.90 12 85.72 
18 27.70 15 24.20 1 7.14 
2 3.08 1 1.61 -- --
3 4.61 2 3.23 1 7.14 
-- -- 5 8.06 -- --- - -



























DISTRIBUTION OF RESPONDENTS BY WHETHER OR NOT THEY 
BELIEVE COMMITTEE MEMBERS PROVIDED REASONABLE 
OPPORTUNITY FOR VOCATIONAL AGRICULTURE 
TEACHER TO ADJUST AND IMPROVE 
AS YEAR PROGRESSED 
Teacher Administrator Teacher 
Consultant Educator 
n % n % n % 
53 81.54 50 80.65 9 64.29 
11 16.92 11 17.74 4 28.57 
-- -- 1 1.61 -- --
1 1.54 -- -- 1 7 014 
- ---~ 
65 100.00 62 100.00 14 100.00 
EYT TOTALS 
n % N % 
47 73.44 159 77.56 
15 23.44 41 20.00 
1 1.56 2 0.98 
1 1.46 3 1.46 
---------
64 100.00 205 100.00 
0'1 ........ 
1mprove as the year progressed? 11 Th1s quest1on was asked of those 
respondents who prev1ously ind1cated that the EYAC members d1d not 
provide a reasonable opportun1ty for the Entry-Year Vocat1onal Agrl-
culture Teachers to adjust and improve as the year progressed. Only 
nine responses were recorded wh1ch indicated that 11 More supportive 
guidance 11 was needed from the EYAC members. (A respondent could 
indicate more than one response.) 
In Table XX the respondents 1nd1cated their percept1ons of the 
major strengths of the EYAP. Of the 205 respondents, 114 (55.61%) 
respondents ind1cated the major strengths to be: (1) Ass1stance from 
the EYAC (as a whole), (2) Gu1dance in making decisions, and (3) Moral 
support offered by the EYAC. Fourteen (6.83%) respondents ind1cated 
the major strengths as 11Assistance resulting in teacher improvement ... 
In reference to specific committee members, 36 (17.56%) respondents 
indicated 11 Assistance from the teacher consultant,. as a major 
strength. Eleven (5.37%) respondents indicated that 11 Ass1stance from 
the teacher educator 11 was a major strength, while only two (0.98%) 
respondents indicated "Assistance from the administrator•• as a major 
strength. Eight (3.90%) respondents 1ndicated that they perceived 11 No 
major strengths 11 of the EYAP. (Each respondent could indicate only 
one major strength.) 
The number and percentage of respondents based on their percep-
tion of the major problems with the EYAP is presented in Table XXI. 
Sixty-five (31.71%) respondents indicated that they did not perce1ve 
any major problems with the EYAP. Of the 205 respondents, 38 (18.54%) 
1ndicated 11 Amount of time requ1red 11 as being a major problem. Six-
teen (7 .80%) respondents 1ndicated that 11 0verall ass1stance was 
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Major Strengths 
Assistance from teacher con-
sultant 
Assistance from teacher edu-
cator 
Assistance from administrator 
Guidance in making decis1ons 
Moral support offered by 
committee 
Do not perceive any major 
strengths 
Assistance from entry-year 
assistance committee (as a 
whole) 





RESPONDENTS 1 PERCEPTIONS OF tMJOR STRENGTHS 
OF ENTRY-YEAR ASSISTANCE PROGRAM 
Teacher Administrator Teacher 
Consultant Educator 
(N=65) (N=62) (N=l4) 
n % n % n % 
12 18.46 14 22.59 1 7.14 
2 3.08 1 1.61 1 7.14 
-- -- -- -- -- --
12 18.46 10 16.13 l 7.14 
8 12.31 10 16.13 4 28.58 
2 3.08 2 3.22 -- --
12 18.46 17 27.42 5 35.71 
3 4.61 7 11.29 -- --
14 21.54 l 1.61 2 14.29 - -
65 100.00 62 100.00 14 100.00 
EYT TOTALS 
(N=64) (N=205) 
n % N % 
9 14.06 36 17.56 
7 10.94 11 5.37 
2 3.12 2 0.98 
12 18.75 35 17.07 
10 15.63 32 15.61 
4 6.25 8 3.90 
13 20.31 47 22.93 
4 6.25 14 6.83 
3 4.69 20 9.74 -




RESPONDENTS 0 PERCEPTIONS OF t•1AJOR PROBLEt1S \<liTH 
ENTRY-YEAR ASSISTANCE PROGRAM 
Teacher Administrator Teacher EYT TOTALS' 
Consultant Educator 
Major Problems n % n % n % n % N 0/ /0 
--
Do not perceive any major 
problems 17 26.16 25 40.33 1 7.14 22 34.37 65 31.71 
Insufficient assistance from 
teacher consultant -- -- 1 1.61 -- -- 3 4.69 4 1.95 
Insufficient assistance from 
teacher educator 5 7.69 -- -- -- -- 4 6.25 9 4.39 
Insufficient assistance from 
adm1nistrator -- -- 1 1.61 1 7.14 -- -- 2 0.98 
Overall assistance was in-
sufficient 5 7.69 1 1.61 3 21 .43 7 10.94 16 7.80 
EYAc•s function appears more 
evaluative than instructional 
improvement 1 1.54 1 1.61 1 7.14 -- -- 3 1.46 
Lack of teacher consultant and 
adminlstrator•s understanding 
of total vo-ag program 7 10.77 1 1.61 1 7.14 7 10.94 16 7.80 . 
Scheduling of committee meet-
ings 4 6.15 5 8.07 -- -- 5 7.81 14 6.83 
Amount of time required 12 18.46 16 25.81 3 21.43 7 10.94 38 18.54 
Other 14 21.54 11 17.74 4 28.58 9 14.06 38 18.54 --, - - - -
Totals 65 100.00 62 100.00 14 100.00 64 100.00 205 100.00 
0'1 
-!» 
insuffic1ent 11 and that the 11 Teacher consultants• and admin1strators• 
lack of understanding of the total vocational agr1culture program .. was 
a major problem. Fourteen (6.83%) respondents indicated that .. Sched-
uling of comm1ttee meet1ngs 11 was a major problem, while three (1.46%) 
respondents felt that the function of the EYAC appeared more evalua-
tive than for instructional improvement. It was stated by five 
teacher consultants and four Entry-Year Vocational Agriculture Teach-
ers that 11 Insufficient assistance from the teacher educator 11 was a 
major problem. Four (1.95%) respondents felt that 11 Insufficient as-
sistance from the teacher consultant•• was a major problem, while two 
(0.98%) respondents indicated that .. Insufficient assistance from the 
administrator .. was a major problem. (A respondent could indicate only 
one major problem.) 
A distribution of respondents by whether or not they felt the 
EYAP assisted in all matters concern1ng classroom management is pre-
sented in Table XXII. One hundred and eighty-four (89.76%) respond-
ents indicated that the EYAP did assist in all matters concerning 
classroom management. Seventeen (8.29%) respondents indicated that 
the EYAP did not assist in all matters concern1ng classroom manage-
ment. Only four (1.95%) respondents ind1cated an uncerta1nty as to 
whether or not the EYAP assisted in all matters concerning classroom 
management. 
Question number 28 (on the interview form) asked: 11 For what 
reason did you feel that the EYAC members did not assist in all 
matters concerning classroom management? .. This question was asked of 
those respondents who previously indicated that the EYAP d1d not 










DISTRIBUTION OF RESPONDENTS BY WHETHER OR NOT 
THEY FEEL ENTRY-YEAR ASSISTANCE PROGRAM 
ASSISTED IN ALL MATTERS CONCERNING 
CLASSROOM MANAGEMENT 
Teacher Administrator Teacher 
Consultant Educator 
n % n % n % 
38 58.46 35 56.45 8 57.15 
23 35.38 23 . 37. 1 0 4 28.57 
1 1.54 1 1.61 1 7.14 
2 3.08 3 4.84 1 7.14 
1 1.54 -- -- -- --- - -


























responses received, seven ind1cated 1nsuffic1ent assistance from mem-
bers of the EYAC. The remain1ng 10 responses were not s1m1lar 1n 
make-up and therefore could not be grouped to 1nd1cate a specif1c 
reason why the EYAC did not assist in all matters concern1ng classroom 
management. 
Responses to Questions Pertaining to Practices 
Within the Entry-Year Assistance Program 
In order to follow-up on the practices conducted w1th1n the EYAP, 
several related quest1ons were developed and included as part of the 
survey instrument. In total, five quest1ons constituted this sect1on 
of the questionnaire. The questions were numbered 29 through 33. 
In Table XXIII, the distribution of respondents by whether or not 
meaningful parental input was considered for determining certification 
for the Entry-Year Vocational Agr1culture Teachers is presented. One 
hundred and forty-seven (71.71%) of the respondents indicated that 
parental input was considered. Fifty-eight (28.29%) respondents indi-
cated that parental 1nput was "Probably not" or "Definitely not" 
considered in determining certification for the Entry-Year Vocat1onal 
Agr1culture Teacher. Of the 58 respondents who felt parental input 
was not considered, 28 (43.75%) were Entry-Year Vocat1onal Agr1culture 
Teachers. 
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When asked why they felt that mean1ngful parental input was not 
for determining certification, 38 (18.54%) respondents indicated that 
"Parental input was not considered important by the EYAC." Of the 38 
respondents, 16 (25.80%) adm1nistrators ind1cated that "Parental 1nput 








DISTRIBUTION OF RESPONDENTS BY WHETHER OR NOT 
MEANINGFUL PARENTAL INPUT WAS A VALUABLE 
CONSIDERATION FOR DETERMINING 
CERTIFICATION 
Teacher Administrator Teacher 
Consultant Educator 
n % n % n % 
33 50.77 26 41.94 8 57.14 
23 35.39 18 29.03 3 21 .43 
4 6.15 10 16.13 3 21.43 
5 7.69 8 12.90 -- --- - -























were not aware that any parental input was cons1dered 1n determ1n1ng 
certificat1on for the Entry-Year Vocational Agr1culture Teachers. Of 
the 15 respondents who were not aware that any parental 1nput was 
considered in determin1ng certification, 14 were Entry-Year Agrlcul-
ture Teachers. Only those respondents who 1ndicated previously that 
meaningful parental input was not considered for determ1ning certifl-
catlon responded to the above question (Table XXIV). 
In Table XXV, a distribution of respondents by whether or not 
areas of needed 1mprovement were ident1fied and an in-service or staff 
development program was recommended is presented. One hundred and 
fifty-one (74.66%) respondents indicated that areas of needed improve-
ment and an in-service or staff development program were not recom-
mended to the Entry-Year Vocat1onal Agriculture Teachers by the EYACs. 
The consensus of the respondents was that the Entry-Year Vocational 
Agriculture Teachers partic1pated in in-service or staff development 
programs normally provided in the local public schools, but none were 
recommended specif1cally for the Entry-Year Vocational Agr1culture 
Teachers. Fifty-one (26.34%) respondents indicated that areas of 
needed improvement were identified and an in-service or staff develop-
ment program was recommended. Of the 51 responding 11 Yes, 11 21 were 
administrators and 18 were teacher consultants. 
When asked whether or not they received any orientation as it 
related to the EYAP prior to becoming a part of the EYAP, 119 (58.05%) 
respondents indicated that they had received some type of orientation 
as it relates to the EYAP. E1ghty-six (41.95%) respondents 1ndicated 
that they had not rece1ved any orientation pr1or to becoming a part of 
the EYAP. Of the 86 respondents indicating no prior orientation, 36 
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Responses 
Lack of communication between 
TABLE XXIV 
RESPONDENTS 1 PERCEPTIONS AS TO WHY MEANINGFUL 
PARENTAL INPUT WAS NOT CONSIDERED FOR 
DETERMINING CERTIFICATION* 
Teacher Administrator Teacher 
Consultant Educator 
(N=65) (N=62) (N=l4) 
n % n % n % 
parents and teacher consultant -- -- -- -- -- --
Lack of communication between 
parents and administrator -- -- -- -- -- --
Parental input was not con-
s1dered important by entry-
year assistance committee 6 9.23 16 25.80 3 21.43 
Respondents were not aware 
if any parental input was 
considered 1 1.53 -- -- -- --
Other 1 1.53 -- -- -- --
EYT TOTALS 
(N=64) (N=205) 
n % N 0/ /0 
1 1.56 1 .49 
1 1.56 1 .49 
13 20.31 38 18.54 
14 21 .87 15 7.32 
1 1.56 2 .97 
*Only respondents who felt that meaningful parental input was not considered for determining certifi-
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TABLE XXV 
DISTRIBUTION OF RESPONDENTS BY WHETHER OR NOT AREAS OF 
NEEDED IMPROVEMENT WERE IDENTIFIED AND AN 
IN-SERVICE OR STAFF DEVELOPMENT 
PROGRAM WAS RECOMMENDED 
Teacher Administrator Teacher 
Consultant Educator 
(N=65) (N=62) (N=l4) 
n % n % n % 
18 27.69 21 33.87 5 35.71 
47 72.31 41 66.13 9 64.29 - - -
65 100.00 62 100.00 14 100.00 
EYT TOTALS 
(N=64) (N=205) 
n % N % 
10 15.62 54 26.34 
54 84.38 151 74.66 -
64 100.00 205 100.00 
-....! 
(55.38%) teacher consultants and 26 (40.62%) Entry-Year Vocat1onal 
Agr1culture Teachers indicated no or1entat1on pr1or to EYAP lnvolve-
ment (Table XXVI). 
Table XXVII presents the time spent by the teacher consultant 1n 
providing assistance as perceived by the Entry-Year Vocational Agri-
culture Teachers. Thirty-eight (59.38%) Entry-Year Vocational Agrl-
culture Teachers indicated that the teacher consultant did spend at 
least 72 hours of h1s or her time in providing assistance. However, 
26 {40.62%) Entry-Year Vocat1onal Agriculture Teachers 1nd1cated that 
the teacher consultant d1d not spend at least 72 hours of their t1me 
in providing assistance. This was in addition to the observation and 
committee time. 
Changes Needed in the Entry-Year Assistance 
Program as Perceived by the Entry-Year 
Assistance Program Respondents 
In order to determine what the respondents of the EYAP perceived 
as needed changes, question number 34 (on the interview form) was 
developed. In fairness to all respondents and to ensure that their 
opinions would be reported, 1t was deemed necessary to include every 
response to the open-end question regarding 11 What changes would you 
l1ke to see in the present EYAP? 11 The researcher was able to group 
sim1lar or like responses by the number of respondents who verbally 
ind1cated s1milar or like responses. The groupings are reported as 
follows: 
1. Fifteen or More Respondents - According to 83 respondents, 
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TABLE XXVI 
DISTRIBUTION OF RESPONDENTS BY WHETHER OR NOT THEY 
RECEIVED ORIENTATION PRIOR TO BECOMING A 
PART OF ENTRY-YEAR ASSISTANCE 
PROGRAM 
Teacher Administrator Teacher 
Consultant Educator 
(N=65) (N=62) (N=l4) 
n % n % n % 
29 44.62 39 62.90 13 92.86 
36 55.38 23 37.10 l 7.14 - -
















TIME SPENT BY TEACHER CONSULTANT (ABOVE OBSERVATION 
AND COMMITTEE TIME) IN PROVIDING ASSISTANCE 
AS PERCEIVED BY ENTRY-YEAR VOCATIONAL 
AGRICULTURE TEACHERS* 
Responses 
Yes (Did spend at least 72 hours of his/her time) 













changes were needed, 35 were teacher consultants, 28 were admlnistra-
tors, 3 were teacher educators, and 17 were Entry-Year Vocat1onal 
Agriculture Teachers. 
Sixteen respondents indicated that the teacher consultant should 
be someone who has a vocational or vocational agriculture background. 
This was based on responses from six teacher consultants, two teacher 
educators, and eight Entry-Year Vocational Agriculture Teachers. 
2. Ten to Fourteen Respondents - As reported by 13 respondents, 
a greater number of observations should be made by the teacher educa-
tor. These perceptions were prov1ded by two teacher consultants, f1ve 
administrators, and six Entry-Year Vocational Agriculture Teachers. 
According to 10 respondents, the observation/evaluation instru-
ment should be refined to eliminate its bulkiness. This was indicated 
by two teacher consultants, four administrators, three teacher educa-
tors, and one Entry-Year Vocational Agriculture Teacher. 
3. Five to Nine Respondents - Nine respondents indicated that 
more observations should be made by the members of the EYAC. This was 
based on responses from one teacher consultant, three administrators, 
and five Entry-Year Vocational Agriculture Teachers. 
As reported by five respondents, the 72 hour requirement for the 
teacher consultant should be reduced. These responses were provided 
by one teacher consultant, one administrator, and three Entry-Year 
Vocational Agriculture Teachers. 
Based on the perceptions of five Entry-Year Vocational Agri-
culture Teachers, a member of the community with an agricultural 
background should be added to the EYAC. It was also 1nd1cated by 
five Entry-Year Vocational Agriculture Teachers that the EYAC 
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members should observe teaching situations other than 1n the classroom 
setting alone. 
According to f1ve respondents, the teacher consultants should be 
provided with release time from their regular duties to work with and 
observe the Entry-Year Vocational Agriculture Teachers. These respon-
ses were provided by two teacher consultants, two administrators, and 
one teacher educator. 
As ind1cated by eight respondents, a better or1entation program 
should be implemented for the EYAC members. This information was 
provided by six teacher consultants, one adminstrator, and two teacher 
educators. 
Based on the responses of five respondents, the EYAP should be 
refined in some way to eliminate the intimidating effect it has on the 
Entry-Year Vocational Agriculture Teachers. These responses were 
provided by three teacher consultants and two administrators. 
As indicated by five respondents, the EYAP should be dropped. 
This perception was provided by two teacher consultants, one admlnis-
trator, and two Entry-Year Vocational Agriculture Teachers. 
In total, 205 respondents provided 228 responses pertaining to: 
"What changes would you like to see in the present EYAP?" Preceding 
are 172 (75.44%) of the responses provided by the respondents. Aga1n, 
to be fair to all respondents and the1r opinions pertain1ng to "Needed 
changes in the present EYAP," the remaining 56 (24.56%) responses, 
which fall into the category of "Less than five respondents," are 
listed in Appendix o. 
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CHAPTER V 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
Summary 
The intent of this chapter was to present conc1se summar1es of 
the follow1ng top1cs: rat1onale for the study, purpose of the study, 
objectives of the study, design of the study, and the maJOr f1nd1ngs 
of the research. Through a detailed inspect1on of these topics, 
conclusions and recommendations were presented based on the analysis 
of the data. 
Rationale for the Study 
The EYAP was introduced by the Oklahoma Teacher Reform Act of 
1980 (House Bill 1706), which was proposed to improve the quality of 
teachers in accredited schools through 1mplementing additional licens-
ing and certification requirements. Since this was a new concept to 
Oklahoma educat1on, data had not been elic1ted, analyzed, or reported 
wh1ch would reflect the percert1ons of the EYAP by those who had 
participated as vocational agriculture EYAC members or Entry-Year 
Vocational Agriculture Teachers. 
Purpose of the Study 
The purpose of this study was to determine the Entry-Year 
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Vocational Agr1culture Teachers• and the EYAC members• percept1on of 
the Oklahoma EYAP. 
Objectives of the Study 
The objectives of the study were as follows: 
1. To identify the perceptions of the EYAC members (teacher 
consultants, administrators, and teacher educators) and the Entry-Year 
Vocational Agriculture Teachers concerning the EYAP. 
2. To determ1ne whether or not the EYAC provided needed assist-
ance to the Entry-Year Vocational Agr1culture Teacher as perceived by 
the committee members. 
3. To determine whether or not they received needed assistance 
from the EYAC, based on the perceptions of the Entry-Year Vocational 
Agriculture Teachers. 
4. To determine the level of importance of the EYAP regard1ng 
the teachers• first year of teaching as perceived by the EYAC and the 
Entry-Year Vocational Agriculture Teachers. 
5. To determine whether or not the evaluation/observation in-
strument provided a fair assessment of the Entry-Year Vocational 
Agriculture Teachers• teaching performances. 
6. To determine the major strengths and major problems of the 
EYAP as perceived by the EYAC members and the Entry-Year Vocat1onal 
Agriculture Teachers. 
7. To determine whether or not meaningful parental input was a 
valuable consideration for determ1ning certification of the Entry-Year 
Vocational Agriculture Teachers. 
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8. To determ1ne the involvement of the EYAc•s 1n work1ng with 
the Entry-Year Vocational Agr1culture Teachers in areas of staff 
development and time, as mandated by requirements of House B1ll 1706. 
9. To determine whether or not those involved 1n the EYAP had 
received any orientation as it related to the EYAP prior to becoming a 
part of the EYAP. 
10. To determine whether or not the EYAC•s and the Entry-Year 
Vocational Agr1culture Teachers favored the continuance of the EYAP. 
Design of the Study 
Following a review of literature related to the study, procedures 
were established to satisfy the purpose and objectives of this study. 
The population was derived from lists of names and addresses of those 
who were Entry-Year Vocational Agriculture Teachers or who served as 
teacher consultants, administrators, or teacher educators w1th the 
EYAP in the State of Oklahoma during the 1982-83 and 1983-84 academic 
years. The names and addresses of the population were provided by 
the Offices of Teacher Education of OSU, Cameron State University, 
Panhandle State University, and from the EYAP Coordinator for Voca-
tional Agriculture at OSU. 
The population of this study consisted of 67 Entry-Year Voca-
tional Agriculture Teachers, 67 teacher consultants, 64 administra-
tors, and 14 teacher educators. The total population of the four 
professions was 212. Of the 212, 64 Entry-Year Vocational Agriculture 
Teachers, 64 teacher consultants, 62 administrators, and 14 teacher 
educators responded to the telephone interview. The total response 
from the four professions was 205 (96.69%). 
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The data for this study were collected using a telephone survey 
interv1ew (Appendix A). The interv1ew schedule conta1ned a total of 
34 1ndividual questions, and was conducted during the months of Oc-
tober, November, and December, 1984. Two hundred and five (96.69%) 
partic1pants provided responses to the survey. The data obtained from 
the instrument were key punched on IBM cards and a SAS program were 
used in calculating the frequency distribution (numbers and percent-
ages) of the data. 
Major Findings of the Study 
The major findings of this study were divided into seven 
sections. They were as follows: 
1. Educational background of respondents 
2. Respondents•, perception of assistance provided by the EYAP 
3. Respondents• perception of the importance of the EYAP 
4. Respondents• perception of the evaluation/observation 
instrument 
5. Respondents• perception pertaining to major strengths and 
problems of the EYAP 
6. Respondents• perception of selected components of the EYAP 
7. Respondents• perception of the changes needed for the EYAP 
Educational Background of Respondents 
This study indicated that all Entry-Year Vocational Agriculture 
Teachers were certified in vocational agriculture and had less than 
five years of teach1ng experience. All Entry-Year Vocational Agricul-
ture Teachers except one held a bachelor•s degree. 
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A majority of the teacher consultants had 15 years or less of 
teaching experience and were certified 1n areas of vocat1onal educa-
tlon. The level of education for the majority of teacher consultants 
was a bachelor•s degree. 
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An overwhelming majority of the administrators were certified in 
secondary education and held a master•s degree plus 15 semester hours. 
A large majority of the administrators had more than 11 years of teach-
ing experience. 
An overwhelm1ng majority of the teacher educators were cert1f1ed 
1n vocational agriculture and held doctoral degrees. It was also 
indicated that a large majority of the teacher educators had less than 
10 years of teaching experience. Table XXVIII summarizes the experi-
ences of administrators and teacher educators in their specific areas. 
When only administrators were surveyed, it was found that a substan-
tial majority had 10 years or less of experience as administrators. 
An overwhelmingly majority (56 or 90.32%) of the adm1nistrators indl-
cated that they had gained experience as high school principals. 
When only teacher educators were surveyed, 4 of the 14 indicated 
no experience in vocational agriculture, and 5 indicated no experience 
in agricultural education in higher educat1on. Therefore, over one-
fourth of the teacher educators had no experience in the area for 
which they were serving as consultants. 
Respondents• Perceptions of Assistance Provided 
by the Entry-Year Assistance Program 
A summary of the responses to questions perta1n1ng to assistance 
(or lack of) provided by the EYAC members 1s presented 1n Table XXIX. 
Character1st1cs of 
Respondents 
Years of Teach1ng Exper1ence 
Teacher consultants 
Adm1n1strators 
Y~ars exper1ence as an 
adm1n1strator (adm1n1s-
trators only) 
Years exper1ence as a 
teacher educator 1n agr1-
CJltural educat1on (teacher 
educators only) 




TABLE XXVI II 
SUMMARY OF RESPONDENTS' EDUCATIONAL BACKGROUNDS 
Frequency D1str1but1on of Responses 
N(%) 
0-5 6-10 11-15 Over 15 
3 23 14 25 
2 13 16 31 
0-5 6-10 11-15 Over 1'i 
18(29.03%) 22(35.48%) 6(9.68%) 16(25 81~') 
None 1-5 6-10 11-15 
5(35. 71%) 3(21.43%) -- 3(21 43%) 
None 1-5 1 1-15 
4(28.57%) 5(35.72%) 
Over 15 





65(100 00 ') 
62(100 00 ) 
62( 100 LIO '.) 






EYAC members' percept1ons on 
whether or not they prov1ded 
needed ass1stance to EYT 
EYTs' perceptions as to whether 
or not they rece1ved needed 
ass1stance from EYAC 
Ind1v1duals who prov1ded most 
ass1stance based on percept1ons 
of EYT 
T1mes EYAC members were asked 
for ass1stance as perce1ved by 
EYAC members and the EYT 
TABLE XXIX 
SUMMARY OF RESPONDENTS• PERCEPTIONS RELATIVE TO 
ASSISTANCE EITHER PROVIDED BY OR NOT PROVIDED 
BY ENTRY-YEAR ASSISTANCE PROGRAM 
Def1n1tely Yes 
71(50.35%) 







Frequency D1str1but1on of Responses 
N(%) 
Probably Yes Uncerta1n Probably Not 
65(46.10%) 2(1.42%) 3(2 13%) 
Probably Yes Uncertaw Probably Not 
23(35 94%) 2(3.12%) 2(3.12%) 
Teacher Another Expen-
Ad1111n1strator Educator enced Teacher 
7(10.94%) 21(32.81%) 4(6 25%) 
1-5 6-10 ll-15 
59(28,78%) 30(14.63%) 23(11.22%) 
Def1n1tely Not 















The EYAC members were asked whether or not they prov1ded the needed 
assistance to the Entry-Year Vocat1onal Agr1culture Teachers. The1r 
responses ind1cated that an overwhelming majority felt they prov1ded 
the needed assistance to the Entry-Year Vocational Agr1culture Teach-
ers. Although not reported in Table XXIX, the respondents who felt 
they did not provide the needed assistance to the Entry-Year Voca-
tional Agriculture Teachers were asked the reason why assistance was 
not provided. Only f1ve respondents answered the question and indi-
cated 11 Lack of time 11 and 11 Lack of familianty with the vocat1onal 
agriculture program11 as major reasons for not providwg the needed 
ass1stance. 
The vocational agriculture teachers were then asked if they were 
provided the needed assistance. Similarly, an overwhelming majority 
of the Entry-Year Vocational Agriculture Teachers felt that they 
received the needed assistance. Although not reported 1n Table XXIX, 
the Entry-Year Vocational Agriculture Teachers who felt they were not 
provided the assistance needed were asked why assistance was not 
provided. Only eight responded to the question and indicated that 
11 When confronted, the teacher consultant and the administrator ap-
peared to be unconcerned and did not offer the needed gu1dance. 11 
The Entry-Year Vocational Agriculture Teachers were then asked 
who prov1ded the most assistance to them as first year teachers. 
Twenty-two Entry-Year Vocat1onal Agriculture Teachers indicated that 
the teacher consultants provided the most assistance, wh1le 21 indl-
cated that the teacher educator prov1ded the most assistance. Only 7 
of the 64 Entry-Year Vocational Agriculture Teachers indicated that 
the adm1nistrators provided the most ass1stance. 
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All respondents were asked to respond to the quest1on perta1ning 
to the number of t1mes the Entry-Year Vocat1onal Agr1culture Teachers 
asked the EYAC members for assistance. It was ind1cated by the major-
ity of responses that the Entry-Year Vocational Agriculture Teachers 
asked for assistance 15 t1mes or less during their first year of 
teaching. However, the largest single group was represented by 74 
respondents, who indicated that the Entry-Year Vocational Agriculture 
Teachers asked for assistance more than 15 times. 
Respondents• Perceptions of the Importance of 
the Entry-Year Assistance Program 
A summary of responses to questions pertaining to the importance 
of the EYAP is presented in Table XXX. A large majority of the re-
spondents (88.78%) felt that the EYAP was important. The remaining 
respondents (11.22%) felt that the EYAP was less than important. When 
asked why the EYAP was important, the following reasons were given: 
1. Provides an opportunity for consultation and discussion 
2. Creates a feeling of security on the part of the Entry-Year 
Vocational Agriculture Teachers 
3. Provides improved classrgom management 
The respondents who felt that the EYAP was not important were 
asked why they felt that way. The following reasons were given: 
1. There was a lack of importance as viewed by the Entry-Year 
Vocational Agriculture Teachers and the EYAC members 
2. The EYAP involves too much time 
3. The EYAP creates a feel1ng of apprehension on the part of the 
Entry-Year Vocat1onal Agriculture Teachers 
Percept10n of 
Importance 
Importance of EYAC 
Reasons EYAP 1s 1mportant 
Reasons EYAP 1s not 
1mportant 
TABLE XXX 
Sut1MARY OF RESPONDENTS 1 PERCEPTIONS OF IMPORTANCE OR 






for Consultat1on and 
D1scuss1on of Problem 
71 (34 63~;)* 
Lack of Importance as 
V1 e~1ed by EYT and EYAC 
Members 
11 (5.37~;)** 
Frequency D1str1but1on of Responses 
Important 
66(32.19%) 
Created Feel1no of 
Secun ty on Part 
of EYT 
70(34 15%)* 










Created Feel1ng of 
Apprehens 10n on 




*Respondents could 1nd1cate more than one response as to why the EYAP 1s 1mportant, therefore there 1s no total N or %. 






Respondents• Percept1ons of the Evaluation/ 
Observation Instrument 
Table XXXI summarizes the respondents• perceptions of the 
evaluation/observation instrument. Two hundred and five respondents 
were asked if the evaluation/observation instrument provided a fair 
assessment of the Entry-Year Vocational Agriculture Teachers• abili-
tles. An overwhelming majority (93.66%) of the respondents 1ndicated 
that the evaluation/observation instrument did provide a fair assess-
ment of the Entry-Year Vocational Agriculture Teachers• abil1t1es. 
When the respondents were asked their reasons for believing the 
evaluation/observation instrument provided a fair assessment of the 
vocational agriculture teacher•s ability, a slight majority (52.19%) 
indicated that the instrument covered all categories of teacher per-
formance as they relate to vocational agriculture. Another reason 
indicated by the respondents (16.58%) was that the instrument prov1ded 
an opportunity to make comments about the Entry-Year Vocational Agrl-
culture Teachers• first year of teaching, but 26 respondents did not 
remember enough about the evaluation/observation instrument to accu-
rately determine if it provided a fair assessment. Although not 
reported in Table XXXI, the respondents who felt that the evaluation/ 
observation instrument did not prov1de a fair assessment of the Entry-
Year Vocational Agriculture Teachers• abil1ties were provided an op-
portunity to express the reason why. The two major reasons indicated 
were: 
1. The instrument needs to be ref1ned 




1nstrument prov1de a fa1r 
assessment of EYTs' ab1l1t1es? 
Reasons why evaluat1on/ 
observat1on 1nstrument pro-
v1ded a fa1r assessment of 
EYT 
MaJor strength of EYAP 
rlaJor problems of EYAP 
TABLE XXXI 
SUMMARY OF RESPONDENTS' PERCEPTIONS OF OBSERVATION 
INSTRUMENT AND MAJOR STRENGTHS AND PROBLEMS 
CONCERNING ENTRY-YEAR ASSISTANCE PROGRAM 
Frequency D1str1but1on of Responses 
N(%) 
Def1n1tely Probably Probably 
Yes Yes Uncertaw Not 
82(40 00%) 110(53 66~;) 3(1. 46%) 7(3 42%) 
Covered All Categor- Prov1ded an Oppor-
1es of Vocat1onal tun1ty to Make D1 d llot Remember 
Agn culture Comments the Instrument 
107(52.19%)* 34(16.58%)* 26(12 68%)* 
Ass1stance From Ass1stance Gu1dance 1n Moral 
EYAC as a Whole Frol'l TC f1aklng Dec1s1ons Support 
47(22 93~;) 36(17 56~,) 35(17.07%) 32(15 61~6) 
Lack of T C. and 
Overall Adm1 n1 stra t1 ve 
No 11aJor Amount of Ass1stance Understand1n11 of 
Problems T1me Requ1red Insuff1c1ent Vo Ag Proqram 




Not 205(100 00%) 
3( 1 46%) 





*Not all respondents gave reasons why the evaluat1on/observat1on 1nstrument prov1ded a fa1r assessment of the EYTs' ab1l1t1es, therefore there 




Respondents• Perceptions of the Major Strengths 
and Problems of the Entry-Year 
Assistance Program 
A summary of responses to questions pertaining to major strengths 
and problems is also presented in Table XXXI. Of the 205 respondents, 
114 (55.61%) respondents indicated the major strengths to be: 
1. Assistance from the EYAC (as a whole) 
2. Guidance in making decisions 
3. Moral support that is offered by the EYAC 
Based on the question pertaining to the major problems with the 
EYAP, 65 (31.71%) respondents indicated that they did not perceive any 
major problems with the EYAP. Eighty-four (40.97%) respondents indi-
cated the following as major problems: 
1. Amount of time required 
2. Lack of understanding the total vocational agriculture pro-
gram by the teacher consultants and administrators 
3. Insufficient overall assistance 
Respondents• Perceptions of Selected Components 
of the Entry-Year Assistance Program 
A summary of responses to questions pertaining to selected com-
ponents of the EYAP is presented in Table XXXII. When asked whether 
or not the respondents favored the continuance of the EYAP, 181 
(88.30%) respondents indicated that they 11 Favor 11 or 11 Strongly favor 11 




Cont1nuance of EYAP Favor 
117(57 .08:&) 
Opportun1ty to adJust Def1 n1 tely 
and 1mprove Yes 159(77 56%) 
Ass1sted 1n classroom Def1 n1 tely 
management Yes 111(54 15:0 
Parental 1nput Def1 n1 te ly Yes cons1derat1on 82( 40 00~,) 
Areas of lmprovement Yes 1 dent1 f1ed 54(26 341,) 
Rece1ved or1entat1on Yes 119(58 05;::) 
Teacher consultant prov1ded Yes at least 72 hours of ass1st- 38(59 38~,) ance and consul tat10n 
----
TABLE XXXII 
SUMMARY OF RESPONDENTs• PERCEPTIONS OF SELECTED 
COMPONENTS OF ENTRY-YEAR ASSISTANCE 
PROGRAM 
Frequency D1str1but1on of Responses 
N(%) 
Tend to Tend to 
Favor Uncerta1n Oppose 
64(31 22'0 4(1.95%) 12(5 85%) 
Probably Probably 
Yes Uncerta1n Not 
41(20.00%) 2(0.98%) 3( 1 46'\) 
Probably Probably 
yes Uncerta1n Not 
73(35 61:,) 4(1.95%) 13(6 34:1,) 
Probably Probably Def1n1tely 
Yes Not Not 
65(31. 71%) 39(19 02%) 19(9 2n) 
No 


















205 ( 1 00 00%) 






adm1nistrators, teacher educators, and Entry-Year Vocational Agr1culture 
Teachers) responded sim1larly toward the continuance of the EYAP. 
When the respondents were asked whether or not they believed the 
EYAC members provided reasonable opportunity for the Entry-Vocat1onal 
Agriculture Teachers to adjust and improve as the year progressed, a 
vast majority (200 or 97.56%) indicated that an opportunity to adjust 
and improve was provided to the Entry-Year Vocational Agriculture 
Teachers. In reference to classroom management, it was indicated by 
an overwhelm1ng majority of the respondents (184 or 89.76%) that the 
EYAP did assist in all matters concerning classroom management. 
When the respondents were asked if parental input was considered 
in determining certification, a large majority {147 or 71.71%) of the 
respondents indicated that parental input was considered. Fifty-eight 
respondents indicated that parental input was not considered, and 28 
were Entry-Year Vocational Agriculture Teachers. 
Of those respondents who felt that parental input was not consid-
ered, 38 indicated that parental input was not considered important by 
the EYAC members. Of the previously mentioned 38 respondents, 16 were 
administrators. Fifteen respondents were not aware that any parental 
input was considered in determining certification. 
When asked if they received any orientation as 1t related to the 
EYAP pr1or to becoming a part of the EYAP, a majority (119 or 58.05%) 
of the respondents indicated that they had received some type of ori-
entation as it relates to the EYAP. Eighty-six respondents, of which 
36 were teacher consultants and 26 were Entry-Year Vocational Agricul-
ture Teachers, 1ndicated no involvement in orientation prior to the 
start of the EYAP. 
When asked if the teacher consultants spent the minimum 72 hour 
requirement with the Entry-Year Vocat1onal Agr1culture Teacher, 38 
Entry-Year Vocational Agriculture Teachers ind1cated that the teacher 
consultants did spend at least 72 hours of their time providing as-
sistance. However, 26 (40.62%) indicated that the teacher consultant 
did not provide the required 72 hours assisting the Entry-Year Voca-
tional Agriculture Teachers. 
Respondents• Perceptions of the Changes Needed 
for the Entry-Year Assistance Program 
A summary of responses pertaining to the question on needed 
changes in the EYAP is presented in Table XXXIII. The largest group 
of respondents (83 or 40.48%) indicated that they d1d not perceive any 
needed changes in the EYAP. Seventy-one respondents indicated one of 
the following changes: 
1. The teacher consultant should have a vocational or vocational 
agriculture background 
2. A greater number of observations should be made by the mem-
bers of the EYAC 
3. The evaluation/observation instrument should be refined 
4. The 72 hour requirement for the teacher consultant to prov1de 
assistance to the Entry-Year Vocational Agr1culture Teacher should be 
reduced 
5. A member from the community with an agriculture background 
should be added to the EYAC 
6. The teacher consultant should be provided release time to 
ass1st the Entry-Year Vocat1onal Agriculture Teachers 
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SJZe of Groups 
F1fteen or More Respondents 
Ten to fourteen respondents 
Ten to fourteen respondents 
F1ve to n1ne respondents 
F1ve to n1ne respondents 
(cant 1 nued) 
TABLE XXXIII 
SUMMARY OF RESPONDENTS' PERCEPTIONS OF CHANGES NEEDED 
FOR ENTRY-YEAR ASSISTANCE PROGRAM 
No Changes Needed 1n EYAP 
83(40.49%) 
Greater Number of Observa-
tlons Should be Made by 
Teacher Educator 
13(6.34%) 
Greater Numbers of Obser-
vatlon Should be Made 
by EYAC 
9(4.39%) 
EYAC Members Should Observe 
Teach1ng S1tuat1on Other 
Than Just Classroom Sett1ng 
5(?.44%) 
Frequency D1str1but1on of Responses 
N(%) 
Teacher Consultant Should 





strument Should be Ref1ned 
10(4.88%) 
72 Hours Requ1rement for 
Teacher Consultant Should 
be Reduced 
5(2.44%) 
Teacher Consultant Should 
be Provided Release T1me 
5(2.44%) 
Add Agr1culture Person 







7. A better orientat1on program as it relates to the EYAP should 
be provided 
Conclusions 
The analysis of data and subsequent findings were the basis for 
the following conclusions: 
1. It was concluded that the EYAC's were composed of experienced 
educators, since all members had extensive years of teaching and/or 
administrative experience and/or teacher education experience. 
2. Since an overwhelming majority of the EYAC members believed 
they provided needed assistance to the Entry-Year Vocational Agricul-
ture Teacher and an overwhelming majority of the Entry-Year Vocational 
Agriculture Teachers believed they received needed assistance, it was 
concluded that adequate assistance was provided to the Entry-Year 
Vocational Teachers. 
3. Since approximately equal numbers of EYT's indicated that 
teacher consultants and teacher educators provided the most assistance 
and only 11% indicated that the administrators provided the most 
assistance, it was concluded that teacher educators and teacher con-
sultants provided the most assistance to the Entry-Year Vocational 
Agriculture Teacher. 
4. Based on the perceptions of the EYAC members and the Entry-
Year Vocational Agriculture Teachers, it was concluded that the EYAP 
was important regarding the teachers• first years of teaching. 
5. After reviewing the findings, it was concluded that a vast 
majority of the respondents interv1ewed believed the evaluation/ 
observation instrument used to evaluate the Entry-Year Vocational 
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Agr1culture teachers• performances provided a fair assessment of his/ 
her abil1ties. Although it was apparent 1n the find1ngs that a major-
ity of the respondents felt the instrument covered all categories of 
vocational agriculture, it was concluded that only a few (28.57%) of 
the teacher educators agreed that the instrument covered all catego-
ries of vocational agriculture. The respondents who indicated that 
the evaluation/observation instrument did not provide a fair assess-
ment indicated a need for refinement. 
6. Due to the responses elicited from the respondents, it was 
concluded that the major strengths of the EYAP were: 
a. Assistance from the EYAC (as a whole) 
b. Moral support 
c. Guidance in making decisions 
7. Based on a review of the findings, it was concluded that the 
11 Amount of time required 11 was the major problem with the EYAP. How-
ever, more specifically, the teacher educators believed that 11 0verall 
assistance of the EYAC was insufficient ... 
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8. Since over 97% of all respondents indicated that the committee 
members provided reasonable opportunity for the Entry-Year Vocational 
Agriculture Teachers to adjust and improve as the year progressed, it 
was concluded that the Entry-Year Vocational Agriculture Teachers were 
definitely provided reasonable opportunity to adjust and improve as 
the year progressed. 
9. Since approximately 90% of all respondents indicated that the 
EYAP assisted in all matters concerning classroom management, it was 
concluded that the EYAP strongly assisted the Entry-Year Vocational 
Agriculture Teachers in all matters of classroom management. 
10. Since over 70% of the respondents 1nd1cated that parental 
1nput was a valuable cons1deration for determining cert1fication, it 
was concluded that parental input was valuable in determining certlfl-
cation of the Entry-Year Vocational Agriculture Teachers. 
11. Since over 70% of the respondents indicated that areas of 
needed improvement were not identified and that inservice or staff 
development programs were not recommended at the third EYAC meeting, 
it was concluded that inservice or staff development programs were not 
emphasized to the extent needed. 
12. S1nce only a small majority of the respondents indicated that 
they had received orientation as it related to the EYAP prior to be-
coming a part of the EYAP, it was concluded that there was a lack of 
orientation received as perceived by the EYAC members and the Entry-
Year Vocational Agriculture Teachers. 
13. Since 40% of the Entry-Year Vocational Agriculture Teachers 
indicated that the teacher consultants did not spend the required 72 
hours of his/her time in providing assistance, it was concluded that 
many teacher consultants did not provide the assistance required by 
House Bill 1706. 
14. It was concluded that the structure and organization of the 
EYAP was adequately planned, since 40% of the respondents indicated 
that no changes were needed. 
15. It was concluded that the EYAP should be continued, based on 
the opin1on of 88% of the respondents. 
16. There was suff1cient evidence to conclude that the respond-
ents (including the teacher consultants, administrators, teacher 
96 
educators, and Entry-Year Vocat1onal Agriculture Teachers) basically 
possess like percept1ons of the EYAP. 
Recommendat1ons 
As a result of the conclusions drawn from the analysis and inter-
pretaton of data, the following recommendations are made: 
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1. Based on the conclusion that all EYAC members had extensive 
teaching, admin1strative, and/or teacher education experience, it is 
recommended that a high level of experience on the EYAC's be continued. 
2. Based on the conclusion that adequate assistance was provided 
to the Entry-Year Vocational Agriculture Teachers, it is recommended 
that a high level of assistance be continued. 
3. Based on the conclusion that teacher consultants and teacher 
educators provided the most assistance to the Entry-Year Vocational 
Agr1culture Teachers, it was recommended that teacher consultants and 
teacher educators continue their responsibilities of providing needed 
assistance. Additionally, the administrators should not only continue 
those responsibilities, but should strive to devote more time to those 
particular endeavors. 
4. Based on the conclusion of importance by all respondents, it 
is recommended that the EYAP definitely be continued. 
5. Based on the conclusion that the evaluation/observation in-
strument provided a fair assessment of the Entry-Year Vocational 
Agriculture Teachers• performances, it is recommended that the use of 
the instrument be continued. However, based on teacher educators• 
concerns over completeness and individual comments on refinement, it 
is recommended that steps be taken to ref1ne the 1nstrument. 
6. Based on the conclusions that the 11 Amount of time requ1red 11 
is a major problem w1th the EYAP, it is recommended that release time 
or other professional assistance be provided to the members of the 
EYAC•s. 
7. It was apparent that the Entry-Year Vocational Agriculture 
Teachers were provided reasonable opportunity to adjust and improve as 
the year progressed; therefore, it is recommended that the EYAC mem-
bers continue providing this opportun1ty to the Entry-Year Vocational 
Agriculture Teachers. 
8. It was concluded that the EYAP ass1sted in all matters con-
cerning classroom management; therefore, it is recommended that as-
sistance continue to be provided in the area of classroom management. 
9. Based on the conclusion that meaningful parental input was a 
valuable consideration for determining certification, it is recom-
mended that parental input continue to be strongly considered for 
determining certification and that the importance of parental input be 
stressed to all EYAC members. 
10. Since inservice or staff development programs (which ad-
dressed the areas needed for Entry-Year Vocational Agriculture Teach-
ers• improvement) were not recommended at the final committee meeting 
by the EYAC, every effort should be made to ensure that inservice or 
staff development programs are recommended at the final EYAC meet1ng. 
11. Based on the findings that approximately one-half of the 
Entry-Year Vocational Agriculture Teachers and administrators and more 
than one-half of the teacher consultants were not oriented prior to 
becoming a part of the EYAP, it is recommended that an orientation 
program be implemented 1n the local schools to famil1arize public 
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school administrat1ve and teaching personnel with spec1f1cat1ons of 
the EYAP. It is further recommended that vocational agriculture 
teacher training inst1tut1ons 1mplement an orientation program for 
entry-year teachers, since 41% had received no orientation. 
12. It was indicated that many of the teacher consultants did not 
spend the required 72 hours of his/her t1me in providing assistance to 
the Entry-Year Vocational Agriculture Teachers; therefore, every ef-
fort should be made by the teacher consultants to spend the m1nimum 72 
hours required providing guidance and assistance to Entry-Year Voca-
tional Agriculture Teachers. It is further recommended that teacher 
consultants be allowed release time to perform duties, as mandated by 
House Bill 1706. 
13. Although 40% of the respondents of the EYAP indicated no 
change, the following changes are recommended based upon comments from 
groups of 5 to 16 from the remaining 60%: 
a. Teacher consultants should have a vocational or voca-
tional agriculture background 
b. A greater number of observations should be made by the 
teacher educators 
c. The observation/evaluation instrument should be refined 
d. A greater number of observations should be made by the 
EYAC members 
e. A better orientation program is needed 
f. The EYAC members should observe teaching situations other 
than the classroom setting 
g. The 72 hour requirement for teacher consultants should 
be reduced 
99 
h. The teacher consultant should be prov1ded release time 
i. An agriculture person from the commun1ty should be 
added to the EYAC 
14. It is strongly recommended that the EYAP be continued, based 
on the indications that the EYAP provided: 
a. An opportunity for consultation and discussion of 
problems 
b. A feeling of security on the part of the Entry-Year 
Vocational Agriculture Teachers 
c. Assistance needed to improve classroom management 
d. Moral support 
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e. Guidance in making decisions (in addition to the respond-
ents favoring continuance of the EYAP) 
15. It was apparent that some of the teacher educators who served 
on the EYAC's for the Entry-Year Vocational Agriculture Teachers had 
no experience in vocational agriculture or in teacher education 1n 
higher education. Therefore, it is recommended that further research 
be conducted to determine if there was a difference in those EYAC's 
having agricultural education teacher educators and other faculty 
members. 
Recommendations for Additional Research 
The following recommendations are made in regard to additional 
research. These recommendations are based on the examination of the 
find1ngs of this study. 
1. There should be similar studies conducted concerning other 
teaching discipline areas and the results compared with the f1ndings 
of this study. 
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2. A follow-up study should be conducted with Entry-Year Voca-
tlonal Agriculture Teachers and EYAC members, and the results compared 
with the findings of this study. 
3. Specific research should be conducted to determine what as-
sistance is needed by the Entry-Year Vocational Agriculture Teachers. 
4. Specific research should be conducted to determine the kinds 
of assistance the EYAC members provided. 
5. It is recommended that add1tional in-depth research be con-
ducted to assess the usefulness of the evaluation/observation instru-
ment as a source for determ1ning strengths and weaknesses of the 
entry-year teachers. 
6. Additional research should be conducted with emphasis on 
determining specific major problems within the EYAP. 
7. Specific research should be conducted in order to determine 
obstacles which hinder assistance to entry-year teachers by the EYAC. 
8. Specific research should be conducted to determine how paren-
tal input was obtained and to determine the extent of the usefulness 
of parental input. 
9. Specific research should be conducted to determine areas of 
needed improvement for entry-year teachers and types of prescriptive 
programs for continued improvement and development. 
10. Specific research should be conducted on the nature and 
extent of or1entation programs designed to familiarize teacher con-
sultants and administrators with the EYAP. 
11. Specific research should be conducted to obtain perceptions 
of admin1strators relative to their role in the EYAP. 
12. Specific research should be conducted to obta1n perceptions 
of teacher consultants relat1ve to their role 1n the EYAP. 
13. Spec1fic research should be conducted to obtain perceptions 
of teacher educators relative to their role in the EYAP. 
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14. Teacher training institutions should be surveyed to determine 
the nature and extent of undergraduate orientation to the EYAP. 
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: D 'lo 
tl- 3) 
{School) rcn1verslt]' 1 (Telephone 'lo 
May I speak w1th Mr. (Ms.) __________________ ~--
Thank you. Hello , my 
name 1s Jerry Barbee and I am w1th the Agr1-
cultural Educat1on Department at Oklahoma State 
Un1vers1ty 1n St1llwater. A few weeks ago, I 
ma1led to you a post card descr1b1ng the survey 
I am conduct1ng concern1ng the Entry-Year Ass1st-
ance Program as 1t relates to Vocat1onal Agr1-
culture. Accord1ng to my·r.ecords, you were a 




Entry-Year Vo. Ag. Teacher 
1. S1nce you were 1nvolved 1n the Entry-Year Ass1st-
ance Program, I bel1eve you can prov1de some 
valuable 1nformat1on. May I have a few m1nutes 






S1nce you are the only person who 
can prov1de me w1th the needed 
1nformat1on, 1s there another t1me 
that I may call? 
Date T1me 
Thank You. Good-bye. -----------










Over 15 years 











Master's degree + 15 cred1t hours 
Doctor's degree 
(ADMINISTRATORS ONLY) 








over 15 years 
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6. What type of admLnLstratLve eAper1ence do you 
have' 
( 10)- ( l 
illJ-(l) 





Elementary Sc~ool ?r1nc1Pa1 
~1ddle School ?rlncLpal · 
ASSLStant Hlgh School Pr1nc1pal 




(TEACHER EDUCATORS ONLY) 
7. How many years have you taught Agr1cultural 




Over 15 vears 






Over 15 years 
(COMMITTEE MEMBERS ONLY) 
9. As a member of the Entry-Year Ass1stance 
Comm1ttee, do you feel that you prov1ded the 
needed ass1stance to the Vocat1onal Agrl-
culture teacher? 
---rm 








(COMMITTEE MEMBERS ONLY) 
10. For what reason do you feel that you dLdn't 
prov1de the needed ass1stance to the Entry-
Year Vocat1onal Agr1culture teacher? 
(20) -( 1) 
121)- ( 1) 
(22)- ( 1) 
( 23)- ( 1) 
(24)-(1) 
(25) -( 1) 
(26)- (1) 
Unable to ass1st due to lack of tLme. 
Unable to ass1st due to the Entry-Year 
teacher's lack of t1me. 
When confronted, the Entry-Year teacher 
appeared to be unconcerned and d1d not 
express any need for ass1stance. 
Was not g1ven adequate release t1me by 
the adm1n1strat1on. 
The Entry-Year Ass1stance Program was 
not strongly supported by the adm1n-
1strat1on. 
Was not that fam1l1ar w1th the Vocat1onal 
Agr1culture program. 
Other: ______________________ ___ 
(ENTRY-YEAR TEACHERS ONLY) 
11. ~ you feel that you rece1ved the needed ass1st-
( 27) 
ance from your Entry-Year Ass1stance Comm1ttee? 
De f 1n1 tely Yes I 





(ENTRY-YEAR TEACHERS ONLY) 
12 For what re~son do you feel that you d1dn't 
rece1ve the ~eeded ass1stance from your Entry-







( 34) - ( 1) 
Teacher consultant unava~lable most of 
the t~me. 
When confronted, the teacher consultant 
appeared to be unconcerned and d~d not 
offer the needed gu~dance. 
Teacher educator unava1lab1e most of 
the t~me. 
When confronted, the teacher educator 
appeared to be unconcerned and d~d not 
offer the needed gu~dance. 
The adrn~n~strator was unava~lable most 
of the t~me. 
When confronted, the adm1n1strator 
appeared to be unconcerned and d~d not 
offer the needed gu~dance. 
Other 
(ENTRY-YEAR TEACHERS ONLY) 
13 From whom do you feel that you rece~ved the most 










The teacher educator 
Another f~rst year teacher 1n your 
school system 
An exper~enced teacher other than the 
teacher consultant 
Other: ________________________________ __ 
(ENTRY-YEAR TEACHER ONLY) 
14. How many t1mes d1d you ask your comm1ttee 






more than 15 t1mes 
(COMMITTEE MEMBERS ONLY) 
15. Approx~mately how many t~mes d1d the Vocat~onal 






more than 15 t1mes 
(ALL RESPONDENTS ANSWER QUESTIONS 16 to 32) 
16. How ~mportant do you perce~ve the Entry-Year 
Ass~stance Program to be regard~ng the teacher's 
f~rst year of teach1ng? 
Very Important 
( 38) 
Important __ _ 
Less Than Important!MOVE TO QUESTION 18 
Un1mportant~ _______ t 
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li For what reason do you feel that the Entry-
Year Ass1stance Program lS lmportant regard1ng 





It prov1des the ass1stance needed to 
1mprove classroom management. 
It creates a feel1ng of secur1ty on 
the part of the Entry-Year teacher. 
It prov1des the opportun1ty to 1mprove 
teach1ng methods. 
It prov1des 1nformat1on to the Entry-
Year teacher on h1s/her weaknesses and 
strengths. Other: __________________________________________ _ 
18. For what reason do you feel that the Entry-Year 
Ass1stance Program 1s not 1mportant regard1ng 







Does not prov1de the ass1stance needed 
to 1mprove classroom management. 
Creates a feel1ng of apprehens1on on 
the part of the Entry-Year teacher. 
Too much t1me 1nvolvement 1n reference 
to other act1v1t1es. 
Lack of 1mportance as v1ewed by the 
Entry-Year teacher 
Lack of 1mportance as v1ewed by the 
Entry-Year Ass1stance Comm1ttee. 
Other: 
---------------------------------------------
19. Do you bel1eve the evaluat1on/observat1on 
1nstrument used to evaluate the Vocat1onal 
Agr1culture teacher's performance prov1des a 





Probably No~- MOVE TO QUESTION 21 
Def1n1tely N~ 
20. For what reason do you bel1eve the evaluat1on/ 
observat1on 1nstrument prov1des a fa1r assessment 





The categor1es are relevant to Vocat1onal 
Agr1culture. 
The 1nstrument covers all categor1es of 
Vocat1onal Agr1culture. 
The categor1es reflect the total respon-
s1b1l1t1es of the Vocat1onal Agr1culture 
teacher. Other: ________________________________________ _ 
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21 For what reason do you bcl1evc the evaluatlon/ 
observat1on 1nstrument does not prov1de a fa1r 







The categor1es apply pr1mary to class-
room management. 






Other: _________________ ___ 
The categor1es do not apply to the 
profess~onal relat~onsh~p between the 
Vocat~onal Agr1culture teacher and the 
commun1ty. 
The categor1es do not apply to the extra-· 
curr1cular act1v1t~es of the Vocat1onal 
Agr~cu1ture teacher. 
Other: __________________________________ ___ 




( 60) ( 3) 
(2) .m== 
Strongly Favor 
Tend to Favor 
Uncerta1n 
Tend to Oppose 
Strongly Oppose 
23. Do you bel1eve the comm1ttee members prov1ded 
reasonable opportun1ty for the Vocat1onal 
Agr1culture teacher to adJust and 1mprove as 
the year progressed? 
Def1n1tely Yes~ 
Probably Yes MOVE 
Uncerta1n (61) 
TO QUESTION 25 
Probably Not 
Def1n1tely Not 
24. For what reason do you feel that the comm1ttee 
members d1d not prov1de reasonable opportun1ty 
for the Vocat1onal Agr1culture teacher to adJUSt 
and 1mprove as the year progressed? 
(62)- (1) 






Not enough scheduled observat1ons 1n 
wh1ch to assess progress. 
Not enough scheduled comm1ttee meet1ngs 
to d1scuss progress. 
Insuff1c1ent commun1cat1on between the 
Entry-Year Ass~stance Comm1ttee and the 
Entry-Year teacher dur1ng the evaluat~ve 
per1od. 
Insuff1c1ent support1ve gu1dance by the 
teacher educator. 
Insuff1c1ent support~ve gu1dance by the 
adnanistrator. 
Insuff1c1ent support1ve gu1dance by the 
teacher consultant. 
Other: ____________________________________ __ 
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25 What do you perce~ve to be the maJor strength of 





( 69) ( 5) 
( 6) 
7 
Ass~stance from the teacher consultant. 
Ass~stance from the teacher educator. 
Ass~stance from the adm~n~strator. 
Gu~dance ~n mak~ng dec~s~ons. 
Morale support that ~s offered by the 
comm~ttee. 
I do not perce~ve any maJOr strengths. Other: __________________________________ __ 
26. What do you perce~ve to be the maJor problem w~th 









I h. l'lo 
(1- 3) 
I do not perce~ve any maJor problems. 
Insuff~c~ent ass~stance from the teacher 
consultant. 
Insuff~c~ent ass~stance from the teacher 
educator. 
Insuff~c~ent ass~stance from the adm~n­
~strator. 
Overall ass~stance was ~nsuff~c~ent 
Entry-Year Ass~stance Comm~ttee's 
funct~on appears more evaluat~ve than 
~nstruct~onal ~mprovement. 
Lack of teacher consultant and adm~n­
~strator's understand~ng of the total 
Vocat~onal Agr~culture program. 
Other: __________________________________ ___ 
27 Do you feel that the Entry-Year Ass~stance 
Program ass~st ~n all matters concern~ng 
classroom management? 
Dehn~tely Y~s 
Probably Yes MOVE TO QUESTION 29 
(04) Uncerta~n.._ ____ _ 
Probably Not 
Def~n~tely Not 
28. For what reason d~d you feel that the Entry-Year 
Ass~stance Comm~ttee d~d not ass~st ~n all matters 













from the teacher 
from the teacher 
from the adm~n-
(USJ-(ll _____ Lack of h~ghly relevant 1n-serv1ce 
tra~n~ng programs 
(09)-(1) Lack of enough 1n-serv~ce tra~n~ng 
programs. 
(10)-(1) Lack of ava1lab~l~ty of the Entry-Year 
teacher. 
( 1 1 ) - ( 1) Other 
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29 Was mean1~aful parental lnput, a valuaole 
conslderatlon for determ1n1ng certlflcatlon~ 




30. For what reason do you feel that meanl.ngful 
parental l.nput was not cons1dered for determl.nl.ng 
certJ.fJ.catJ.on? 
(13)-(1) Lack of communJ.catJ.on between the parents 
and the teacher consultant. 
(:.0-(1) Lack of communJ.catJ.on between the parents 
and the admJ.nJ.strator. 
(15)- (1) Parental l.nput was not cons1dered 
l.mportant by the Entry-Year AssJ.stance 
Comrn1ttee. 
(16)- ( 1) Other·-------------------------------------
31 Were the areas of needed 1mprovement J.dentlfled, 
and was an 1n-serv1ce or staff development 
program for the next year recommended at your 
thJ.rd Entry-Year AssJ.stance CommJ.ttee meet1ng? 
(1 i) f"il>_ [g) 
Yes 
'llo 
32. D1d ~ou rece1ve any orlentatJ.on as J.t relates 
to the Entry-Year AssJ.stance Program prl.or to 
becomJ.ng a part of the Entry-Year AssJ.stance 
Program? 
rll> 
(18) -' (_2;)== 
Yes 
No 
(ENTRY-YEAR TEACHER ONLY) 
33. DJ.d the teacher consultant spend the requ1red 72 
hours of hl.s/her tJ.me, above the observatJ.on and 
comrnJ.ttee tJ.me, J.n provJ.dl.ng assJ.stance to 
you as an Entry-Year teacher? 
(lgl -1~ (1) __ Yes Lill __ No 
(ALL qESPONDENTS) 
34. What changes woula you ll~e to see 1n the present 
Entry-Year AssJ.stance Program? 
Due to the nature of thJ.s questJ.on, I am askJ.ng 
your permJ.ss1on to tape record your response. 
Your response w1ll be kept conf1dent1al and your 
name w1ll not be used. The 1nformat1.on WJ.ll only 
be used 1n combJ.natJ.on w1th the mass responses 
of other respondents for the purpose of prov1d1ng 
valuable 1nformat1on for thls study. 
May I have your permJ.ssJ.on to record your 
response? 
l1fl_ Lw __ Yes No 
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APPENDIX B 
ENTRY-YEAR TEACHER OBSERVATION INSTRUMENT 
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GUIDE POR THE EHTRY'""YEAR COMMn"TEE IN 





OBSCRVATION I I 
C'O't\1ITTEE '\iEETING I I 
OBSERVATION III 
~HTTEE MEETING I I I 
\10NTH 
~UGUST. SEPTE\ffiER, OR 
PREFERABLY WITHIN ~0 
\\ORK I NG DAYS AFTER THE 
ENTRY YEAR TEACHER IS 
ASS I GNED ( >\CTUAL 
TEACHING DAYS\ 
OCTOBER, NOVE~ffiER, 
DECE~ER, OR BETWEEN 
THE 'lOTH -\NO THE l OOTH 
DAY OF EMPLOYMENT. 
DECEvtRE'R. OR BETWEEN 
TilE 7OTH o\ND l 0 IJTH DAY 
OF EMPLOY'\iENT. 
JANUARY, FEBRUARY, 
\1ARCH, OR BETWEEN THE 
lOOTH AND THE l50TH 
DAY OF E.'W»LOYT'vtENT. 
BETWEEN APRIL 11) >\NO 
THE LAST DAY OF THE 
SCHOOL YEAR OR BETWEEN 
THE 1 SOTH AND 180TH 
DAY IF THE ENTRY YEAR 
TEACHER ASSIGNMENT IS 





-'. <:Xr.f.fl1N I CAT I ON 
SYSTE~. ESTABLISH 
SCHEDULE, REVIEW THE 
EVALU~TION FOR\!, A.'I,'I) 
DISCUSS "\1EANINGFUL 





REVIEW PROGRESS >\NO 
FORMULATE RECO'\f>!EN-
DATIONS CONCERNING THE 
TEACHING PERFOR.i~,t.a.NCE 








TION, A SECOND YEAR OF 
THE EYAP, OR NONCERTI-
FICATION AFTER THE 
SECOND YEAR OF THE 
EYAP. 
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ENTRY YEAR TEACHER OBSERVATION INSTRUMENT 
Entry Year Teacher's Name __________ -r--~~--------
(pr mtl 
Date ______________ __ 
SubJeCt/~ade ____________________ __ Cbmntttee Meettng II or III (ctrcle) 
Schoo 1 DlS tr 1 ct ___________________ _ Supertntendent _________________ __ 
Assessment by: 
Teacher Consultant ______ ~~~~~--- ~. 
prmt nmre \. V school 
Mmntstrator -... ~~ Y _____________ p_r_t_P~.-~\~ -----~1~o-c-a~t-t_o_n _____ __ 
Htgher Educatton ~~ 
~~-;;.,; .d!Te- umverstty 
Stgnature, Entry Year Cbmntttee Member 
Instructions 
ThiS mstrument ts to be completed by each of the Commtttee members for Commtttee 
Meetmgs ll and ill as outlined m the Entry Year Asststance Program Regulations. 
There are four (4) categortes to whtch you are requested to respond· (1) Human 
Relations, (2) Teachtng and Assessment, (3) Classroom Management, and (4) 
Professtonal!sm. Followmg each category, e.g., Human RelatiOns, there are several 
descrtpttve statements mdtcatmg some of the ch~:~.ractertsttcs and/or behavtors to be 
constdered m formulatmg your overall wrttten response to the category. 
Please address strengths, concerns, and recommendatiOns under the four categortes. 
****************************************************************************** 






















Reacts w1th sensitiVIty to the needs and feelmgs of others. 
Helps students build self-awareness and a pos1t1ve self-concept. 
Provides pos1t1Ve remforcement to students. 
Interacts and commumcates effectively With parents and staff. 
Treats students firmly and fa1rly wh1le mamtammg respect for the1r worth as 
indiVIdUals. 
Develops and mamtams rapport w1th students. 
Helps students to understand and accept the1r Slm!lar!tles and differences. 
Shows awareness of the growth and development patterns charactei'1st1C of the 
group taught. 
Exhibits a sense of humor. 
Attempts to mclude all class members m classroom actiVIties. 







II. Teachmg and Assessment 
1. Orgamzes t1me, resources, and materials for effective mstructton. 
2. Makes a clear and adequate explanatiOn of mater1al presented and procedures 
followed, and teacher expectations for student mvolvement. 
3. Implements a var1ety of mstruct1onal strateg1es to motivate students. 
4. Encourages class parttc1pat1on through mteract1on w1th students and feedback. 
5. Recogmzes and uses opportumttes for Impromptu teachmg. 
6. Uttltzes valld testmg techmques based on the 1denttf1ed obJeCttves. 
7. Exh1b1ts enthusiasm for the subJect matter. 






ill Classroom ~anage<nent 
l ~amtams classroom dtsctpllne. 
2. Handles diSruptive students effectively. 
3. Treats students fatrly. 
4. Provtdes an envtronment conductve to learmng. 
5. Teacher and students have accesstbl!l!ty to matertals and supplies. 
6. Phystcal arrangement of room ts attracttve and safe as ctrcumstances permtt. 
7. Teacher makes an effort to mclude all students through parttctpat!On, eye 
contact, and feedback. 
8. Students and teacher are courteous and respectful to one another. 
9. Gtves clear, exphctt dtrechons to students. 





1. Vlamtams a friendly, cooperative, and helpful relationship With other employees. 
2. Exh1b1ts leadership by shar1ng knowledge and techmques w1th other faculty. 
3, Works effectively as a member of an educational team. 
4. Demonstrates ev1dence of professional demeanor, scholarship, and behavior. 
5, Effectively expresses self m wr1tten and verbal commumcat1on usmg correct 
grammar and appropriate vocabulary. 
6, Demonstrates appropriate behav1or and composure m a var1ety of s1tuat1ons. 






OKLAHOMA STATE DEPARTMENT OF EDUCATION 
INSTRUCTION DMSION 
Certification Recommendation 
FOR VI 003 
After CaJl)let1on of the Entry Year Teach1ng Serv1ce, fran----=------
date 
to ___ ~-----
date N8rre (Last, f1rst, m1ddle, ma1denl 
-So~c-1-a~l~Se-c_u_r_l~t-y-No~'.--~T~e-a-c~h-er~Numb~~e-r- -----~-~=-~-~---' IS School D1str1ct 
recommended by the appo1nted Entry Year Ass1stance Cann1ttee for: (check one) 
An Cl<laham School Cert1flcate ~ Cl<laham School Cert1f1cate 
An add1 t1onal year 1n the \. ~,certification 1n Cl<laham 
Entry Year Ass1stance Prograrr~y 
<JJ,MITI'EE l'v1EMBEBS ~ ~ 
Teacher Consultant. ___ p_r_1_nst ~~ ·-·------,----
~·~ s 1gna ture date 
Admlnlstrator ______ ~~-----
pr mt narre 
* 
signature date 
H1gher Education person __ ..,.... ___ _ 





Subscr1bed and sworn to before rre th1s __ day of-------- 19 __ • 
Cann!ss1on exptres ------
Notary Public 
*S1gnature 1nd1cates partiCipation 1n Cann1ttee act1on. 
Return by Cert1f1ed Ma1l to: Certification Section 
State Department of Education 
2500 North Lmcoln Blvd. 
Oklahoma C1ty, OK 73105 
D-Ill 









Mr. Jerry Barbee 
Department of Agr~culture 
Education 
448 Agr~culture Hall 
Oklahoma State Un~versity 
St~llwater, Oklahoma 74078 
Dear Mr Barbee 
GOODWELL OKLAHOMA 73939 
Enclosed you w~ll f~nd a l~st~ng of the Entry-Year Vocat~onal 




~~s R. Satterheld, Ph.D. 





DIVISION OF EDUCA.TIONAL AND BEHA.VIORAL 
ARTS AND SCIENCES 
Educat1on and Psychology Health and Phys1cal Educat1on 
Home Econom1cs 
CAMERON UNIVERSITY 
November 1, 1984 
Mr. Jerry Barbee, Consultant 
Agr1culture Educat1on Department 
448 Ag Ha 11 
Oklahoma State Un1vers1ty 
St1llwater, Oklahoma 74078 
Dear Mr. Barbee· 
2800 West Gore Bl~d 
Lawton, Oklahoma 73505 
Attached please f1nd cop1es of our computer pr1nt-outs on the 
Agr1culture Entry-year teachers for 1982-83 and 1983-84. 
~: ~UMS~\;'Vv 
'""'" ~ To"h" """" B1llye Van Schuyver, Ph.D. 
BVS/pJC 
(405) 248·2200, Extens1on 339 
Mr 
Jerry R. Barbee 
448 Ag. Hall 
Oklahoma State Un1vers1ty 
St1llwater, OJ.lahoma 74078 
c/o Vocat1onal Agr1culture Dept. 
______ H1gh School 
--------------' Oklahoma 
Dear Dusty, 
I am conduct1ng a study concern1ng the acceptance of the 
Oklahoma Entry-Year Teacher Ass1stance Program 1n Vocat1onal 
Agr1culture. S1nce the success of the study depends on 
1nformat1on obta1ned from the Entry-Year teachers and the 
Entry-Year Ass1stance Comm1ttees, and you were 1nvolved w1th 
th1s program, I need your help. 
I am conduct1ng a survey by telephone and would apprec1ate 
a few m1nutes of your t~e to ask a few quest1ons. I plan 
to call you dur1ng the week of, November ll-17, 1984 
In the event you w1ll not be ava1lable dur1ng th1s t1me 
frame, please call me collect at (918) 387-4224 dur1ng the 
t~e of, November 25 to December l, 1984 




~( ~sst. D1rector of Cl1n1cal 
Exper1ences 
Agr1cultural Ed,,,..at1on 
Oklahoma State Un1vers1ty 
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APPENDIX D 
CHANGES PERCEIVED BY FEWER THAN 
FIVE RESPONDENTS 
128 
The following is a l1st of changes needed as perce1ved by fewer 
than f1ve respondents: 
There should be an improvement 1n the schedul1ng process of the 
EYAP. 
There needs to be more parental 1nput 1n determining cert1f1ca-
t1on for the Entry-Year Vocat1onal Agr1culture Teacher. 
There should be more emphasis placed on t1me management. 
More certificat1on power should be given to the teacher consul-
tant and administrator and less to the teacher educator. 
The EYAC members should make suggest1ons for improvement but 
should not have the power to recommend certificat1on. 
129 
The teacher educator needs to be d1rectly involved w1th parental 
input. 
The Entry-Year Vocational Agriculture Teacher should have some 
input as to the selection of the teacher consultant. 
Changes should be made in the EYAP to ident1fy the Entry-Year 
Vocational Agriculture Teachers who are having trouble and concentrate 
the efforts of the EYAP toward them. 
The teacher educators should come from the agricultural educat1on 
programs. 
A committee of teachers should perform the 72-hour requirement of 
the teacher consultant to reduce the burden of one teacher. 
There should be more specific informat1on on the evaluation/ 
observation instrument pertaining to vocational agriculture. 
The Entry-Year Vocational Agriculture Teachers should be provided 
with a greater awareness of school policies. 
More awareness of the EYAP should be prov1ded 1n the agr1cultural 
education classes pr1or to graduat1on. 
The teacher educator should be from the university where the 
Entry-Year Vocational Agriculture Teacher graduated. 
Follow the guidelines for staff development and in-service. 
The 1n-service programs should be more challenging. 
More emphasis should be placed on the selection of the teacher 
consultant. 
Reduce the cost of the un1vers1ty 1nvolvement 1n the EYAP. 
Reduce the cost of the EYAP. 
Eliminate the $500.00 pa1d to the teacher consultant. 
Extend the EYAP from a one-year program to a two-year program. 
Make the observations more consistent across the state. 
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The adm1nistrator should not be on the EYAC if they evaluate the 
Entry-Year Vocational Agriculture Teacher for employment. · 
Action should be taken to see that the EYAP continues. 
Combine the observation meetings of several entry-year teachers 
in a school system for comb1ned input. 
Reduce the number of observat1ons of the Entry-Year Vocat1onal 
Agriculture Teachers. 
The teacher educator should be able to observe the Entry-Year 
Vocational Agriculture Teacher without involving the admin1strator or 
setting up a meeting. 
The administrators need to be paid for their involvement with the 
EYAP. 
More money should be pa1d to the teacher consultants. 
The EYAP should draw on surround1ng vocational agr1culture teach-
ers to serve as resource persons. 
The parental input requirement should be removed. 
Elimminate the teacher educators from the EYAPs. 
Conduct the EYAP for just one semester. 
Exempt the Entry-Year Vocat1onal Agr1culture Teachers from the 
EYAP 1f he did his student teaching at the place he was h1red. 
Add the term 11 Room for Growth, 11 under the term 11 Concern 11 on the 
instrument. 
The EYAP should be part of the evaluative process for employment. 
For those Entry-Year Vocational Agriculture Teachers who were 
certif1ed, follow up the second year with a meet1ng at midterm. 
S1mplify the EYAP by hav1ng the vocat1onal agr1culture teacher 
packets mailed out by the State Department of Vocat1onal-Techn1cal 
Educat1on. 
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